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INTRODUCTION 
A revolution is occurring in American education. Its goal is the 
right to education for all American children and particularly those known 
as the "handicapped" or the "exceptional." Samuel Kirk provides a general 
definition of this target population: 
The exceptional child is the child who deviates from the normal 
or average child 1) in mental characteristics, 2) in sensory 
abilities, 3) in neuromuscular or physical characteristics, 
4) in social or emotional behavior, 5) in communication abili­
ties, or 6) in multiple handicaps to such an extent that he 
requires a modification of school practices, or special education 
services, in order to develop to his maximum capacity (Kirk, 
1972, p. 4). 
The number of handicapped school aged persons in the United States is 
estimated to be seven million, one million of whom receive no educational 
services at all (Weintraub et al., 1971, p. 7). Further, only 40 percent 
of these individuals, all of whom will need special education during their 
educational careers, are receiving the services they need. 
The revolution to establish the same right to an education for the 
handicapped that already exists for the nonheuidicapped has been occurring 
throughout the nation in state and local school board rooms, state legisla­
tive chambers, and perhaps most importantly in the nation's courts. One 
measure of the deluge of legislative action to aid the handicapped is 
reported by E. Trudeau. "In the space of one year (1972) 800 bills were 
introduced into state legislatures dealing with special provisions for 
handicapped children and about 250 of them have been enacted into laws" 
(1972, p. 8). Forty-eight of the fifty states have mandated that school 
districts administer special education programs for the major categories of 
handicapped children. In 1973, the courts not only endorsed but insisted 
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on compliance with such legislative directives. These judicial rulings 
followed the precedent set by the 1971 history-making order of the U. S. 
District Court which required Pennsylvania to educate all retarded children 
aged 4 to 21 regardless of cost. Therefore, in the short space of two 
years, the concept of the "right to education" had been extended to include 
the physically, mentally, and emotionally retarded (Elam, 1974, p. 513). 
Legislative enactments, then, have caused a dramatic increase in the 
number of educational programs offered for handicapped students across the 
country. Concomitant to the proliferation of educational programs for the 
handicapped has been the emergence of the issue which deals with the 
appropriate type of setting for these programs. Some states have written 
into their laws that first priority must be given to the placement of 
exceptional children in regular classrooms. If the regular classroom 
teacher cannot provide adequately for the handicapped child in that context 
then second on the priority list would be regular classroom placement with 
consultive services made available to the teacher through a special educa­
tion resource person. If neither of these situations can be established, 
the third possibility is regular classroom placement with special tutoring 
services for the child provided by a special education teacher. 'Rie last 
and least acceptable approach is placement of the handicapped child in a 
self-contained classroom made up of other handicapped students. Placing 
handicapped children in regular classrooms is defined as "mainstreaming," 
a concept which has gained national recognition and impetus during the 
seventies (Gallagher, 1974, p. 516). 
The general trend to mainstreaming as well as the current legislative 
action is well under way to providing educational services to all handi­
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capped children. A lack of qualified teachers is one factor, however, that 
has impeded this movement substantially. If all or even most of the handi­
capped children in the United States were to be provided with an education 
to suit their special needs, a total of 300,000 specialists would be 
needed against a current supply of 175,000 teachers (Elam, 1974, p. 513). 
Of course, the problem cannot be solved solely on the basis of providing 
more specialists. Also of concern is the need to prepare both pre- and in-
service teachers to work effectively with those handicapped students who 
may be mainstreamed into their regular classrooms. 
At the federal level, concern for the education of the handicapped 
emerged when the 1968 amendments to the Vocational Education Act of 1963 
were written. So great was this concern that the amendments explicitly 
stipulated that all persons, regardless of age, in any community should 
have access to vocational training or re-training. This legislation 
required that 25 percent of the federal vocational allotments for each 
state be allocated for career programs for the disadvantaged and handi­
capped. Funds were to be dispersed for expenditures that are necessary for 
modified programs and support services in addition to those provided to 
persons without such limitations (Notes and Working Papers, 1968). 
The amendments also provided a definition of the disadvantaged and 
handicapped persons to be served. Following is a description of the handi­
capped derived from these enactments: 
Handicapped persons are those who are mentally retarded, hard of 
hearing, deaf, speech impaired, visually handicapped, seriously 
emotionally disturbed, crippled, or have other health impairments. 
Because of their handicapping condition they cannot succeed in a 
vocational or consumer and homemaking education program designed 
for persons without such handicaps. For this reason, such per­
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sons require special educational assistance or a modified voca­
tional or consumer and homemaking education program (Notes and 
Working Papers, 1968). 
Certainly the implications of the above definition will have a pro­
found and far-reaching effect upon the nature of home economics programs 
offered in the schools, the instructional behavior of teachers in those 
programs, and the pre-service and in-service preparation of home economics 
teachers. 
As a consequence of legislative directives and mainstreaming efforts, 
it is abundantly clear that home economics programs will be serving ever 
increasing numbers of handicapped students. Recent figures, for example, 
show that in 1971 there were 35,833 handicapped students enrolled in con­
sumer and homemaking programs, and by 1972 this number had increased to 
55,888- Occupational home economics programs were also drawing the inter­
est of handicapped students as 7,998 were enrolled in 1971, and in 1972 
this number had increased to 13,708 (Hurt and King, 1973, p. 15). This 
contingency raises certain questions, such as, vhc teaches home economics 
to the handicapped students currently enrolled in homemaking programs? 
What type of professional preparation has btan received by those who teach 
home economics to handicapped students? And, how could pre-service home 
economics teachers be prepared to work most effectively with handicapped 
students? 
Purposes of the Study 
The major purpose of this study was to investigate the home economics 
programs being offered to physically handicapped students in educational 
settings and to ascertain selected attitudes, characteristics, and instruc 
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Clonal behaviors of the home economics teachers implementing these pro­
grams. In addition, opinions from both home economics teachers currently 
serving physically handicapped students and their principals were examined. 
These opinions concerned teacher education programs designed to prepare 
home economics teachers to work effectively with handicapped students. 
Limitations of the Study 
The study was limited to an examination of home economics programs 
serving physically handicapped students and more specifically those physi­
cally handicapped students who had neuromuscular or orthopedic handicaps. 
Also, the study was confined to six states in the midwestern region of the 
United States. 
Definition of Terms 
Relevant terminology that is utilized regarding handicapped students 
does not always carry the same connotation from one context to another, 
therefore, specific definitions for several items have been accepted for 
this study. The definition used for physically handicapped or handicapped 
students is the researcher's definition which has purposely been limited 
and selected for use in this study. The remaining definitions have been 
written by other authors and have been accepted for use in the study. In 
studies reviewed, other definitions may be implied. 
Physically Handicapped or Handicapped Student 
Students who deviate from the norzsl or average child in neuro­
muscular characteristics and/or is orthopedically handicapped. 
Crippled and Other Health Impairments (COHI) Student 
...students who as a result of permanent, temporary, or intermit-
tant medical disabilities require modifications in curriculum and 
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instructional strategies....They are the crippled, deformed, or 
otherwise physically handicapped (exclusive of visually and audi­
torily handicapped) and those who have health problems that 
interfere with normal functioning in a regular classroom (Connor 
et al., 1970). 
Special Education 
The modifications of, or additions to, school practices intended 
for the normal child - practices which are unique, uncommon, of 
unusual quality, and in particular are in addition to the organi­
zation and instructional procedures used with the majority of 
children (Kirk, 1972, p. 34). 
Mainstreaming 
Integration of handicapped students into the regular classrooms 
(Gallagher, 1974, p. 518). 
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REVIEW OF LITERATURE 
Few studies have focused on teachers or educational programs for phys­
ically handicapped students. More prevalent in the literature are correla­
tion studies of certain characteristics of individuals who were working 
with physically handicapped persons, such as counselors, social workers, 
and therapists. Only one study was found assessing home economics programs 
in an educational setting, and its publication pre-dates many of the cur­
rent trends in education for handicapped children. No studies were found 
which assessed the home economics teachers in such programs. A limited 
number of articles have appeared in the literature concerning home econom­
ics for physically handicapped students, and they are reported. A few 
studies report information concerning the home economist in rehabilitation, 
and they are included in this review. 
Therefore, the review of literature focuses on an examination of mate­
rials directly related to personnel and/or programs for physically handi­
capped individuals. More specifically this chapter will include six sec­
tions; 
1) attitudes toward disabled persons, knowledge of handicapping con­
ditions, and contact with disabled persons, 
2) teaching competencies of persons working with physically handi­
capped students, 
3) personal and professional characteristics of persons working with 
physically handicapped people, 
4) educational programs serving physically handicapped persons, 
5) the home economist's role in rehabilitation, and 
6) home economics programs for physically handicapped students. 
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Attitudes toward, Knowledge of, and Contact with 
Disabled Persons 
Much research has been done assessing attitudes toward disabled per­
sons, knowledge of handicapping conditions, and contact with disabled per­
sons. Several studies were designed to determine what relationships 
existed between attitudes, knowledge, and contact. Studies representative 
of both will be reported here. 
Attitudes toward disabled persons 
Thurstone, a pioneer in the field of attitude measurement, defined the 
term attitude as "...the degree of positive or negative affect associated 
with some psychological object" (Thurstone, 1946, p. 39). The psychologi­
cal object may be anything (phrase, symbol, person, institution, or idea) 
toward which people can have positive or negative feelings. Affect is syn­
onymous with feelings, either positive or negative, and refers to favorable 
or unfavorable feelings toward a psychological object. 
An understanding of the meaning of attitude is a valuable adjunct to 
this study, but a more important consideration is the answer to the follow­
ing question. How are the attitudes of home economics teachers toward dis­
abled persons related to their teaching behaviors in the classroom? A par­
tial answer to this query may be developed from Allport's definition of an 
attitude. He states that an attitude is a mental and neural state of read­
iness organized through experiences, exerting a directive or dynamic influ­
ence upon the individual's response to all objects and situations with 
which it is related (Allport, 1935, p. 810). According to this definition, 
then, attitudes are powerful determiners of a teacher's actions. 
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Raring, Stern, and Cruickshank (1958) report that successful programs 
for exceptional children appear to be largely dependent upon the attitudes 
of classroom teachers. 
From his review of literature on attitude studies since 1945, Jordan 
(1968) concluded that four classes of variables are important determinants, 
correlates, or predictors of attitude: a) demographic factors such as age 
and sex; b) socio-psychological factors such as value orientation; c) con­
tact factors such as amount, nature, preceived voluntariness, and enjoyment 
of the contact, and d) a knowledge factor (i.e., the amount of factual 
information one has about the object toward which an attitude may be 
formed. 
If attitudes are as potent a factor in shaping the actions of individ­
uals and groups as social psychologists deem them to be, then any informa­
tion pertaining to either those attitudes held by home economics teachers 
toward disabled persons or information concerning the determinants of such 
attitudes could contribute significantly to an understanding of these 
teachers, their classroom behavior, and the home economics programs they 
have designed and are responsible for implementing. 
Many studies have been reported relating demographic characteristics 
to attitudes and behavioral variables. Yukor, Block, and Younng (1970) 
reviewed extensive studies correlating attitudes toward disabled persons to 
age, sex, and socio-economic level as well as professional and educational 
background. In their review, the authors concluded that there is no rela­
tionship between age and acceptance of physical disability in either dis­
abled or nondisabled adults. For persons who have completed their educa­
tion, there seems to be an increase in acceptance of physically disabled 
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persons with an increase in education for both disabled and nondisabled 
persons. On the other hand, the relationship appears to be curvilinear for 
subjects who have not completed their education. Differences between males 
and females have been found in a sufficiently large number of studies to 
conclude that females generally score higher on the ATDP than do males. 
While some data are available, they are insufficient to draw conclusions 
about the relationships between attitudes toward physically disabled per­
sons and the subject's marital status, socio-economic status, nationality, 
race, or whether he or she lives in an urban or rural environment. 
Contact with handicapped persons 
Several recent investigations have reported that the amount and kind 
of interpersonal contact with a sub-group are determinants of attitudes 
(Cessna, 1967; Dickie, 1967; Felty, 1965; Friesen, 1966; Green, 1967; 
Higgs, 1971; Kreider, 1967; Mader, 1967; Sinha, 1966). 
A detailed discussion of the relationship between contact and atti­
tudes toward disabled persons appears in the monograph The Measurement of 
Attitudes toward Disabled Persons by Yukor, Block, and Younng (1970). 
These authors point out that the amount and extent of contact one has with 
disabled persons affects the type of attitude one exhibits toward such 
individuals. In a review of twenty studies which used the Attitude toward 
Disabled Persons Scale (ATDP), more than half showed that those persons who 
had had more contact with disabled individuals tended to obtain higher 
scores on the ATDP than those persons with less contact. Of the studies 
reported which investigated extent of contact, three ATDP studies (Yukor, 
Block, and Campbell, 1960; Siller, 1964; Chesler, 1965) found a significant 
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positive relationship between contact and attitudes toward the disabled, 
and three studies using measures other than the ATDP found similar signifi­
cant positive relationships (Roeher, 1959; Szuhay, 1961; Bateman, 1962). 
Counterbalancing these studies, one ATDP study found no significant rela­
tionships between attitudes and extent of contact (Human Resources, 1962), 
and four non-ATDP studies reported no significant relationships (Rusalem, 
1950; Cowen, Underberg, and Verrillo, 1958; Baskin and Herman, 1951; Siller 
and Chipman, 1965). 
Fischbein (1962) in comparing ATDP-0 scores to a 4-point contact scale 
ranging from "almost never" to "frequently" found a negative correlation of 
-.35 for a sample of 30 college students and clerical workers. She sug­
gests that the negative correlation may have been due to a preponderance of 
unfavorable contact experiences among her subjects. If this is true, her 
negative correlation would tend to support the hypothesis that type of con­
tact may influence attitudes. Also supporting this hypothesis is a finding 
of Siller and Chipman's (1965) chat there are significant positive correla­
tions (p<.01) between four different measures of attitudes toward the dis­
abled and a scale measuring "quality" of contact with the disabled. The 
quality score was a sum of ratings on a 3-point scale (1-unpleasant, 
2-neutral, 3-pleasant) for each of the experiences with a disabled person, 
reported by 65 subjects. 
The discrepancies in the results reviewed above may be due in part to 
the presence of uncontrolled contaminating factors. Most of the studies 
described used a simple "contact" versus "no contact" dichotomy. Even 
those that used a three- or four-category scale tended to rely on subjec­
tive reports rather than objective criteria. 
Yukor, Block, and Younng (1970) summarized data from studies which had 
defined the type or setting of contact with disabled persons and its effect 
on attitudes and found clear evidence that the closer the social and per­
sonal contacts with the disabled, the greater the acceptance of these per­
sons in general. A possible exception to this appears in regard to persons 
who have a disabled family member and specifically to children with dis­
abled siblings. It also appears that contact in a medical setting has less 
positive effects on attitudes than contact in either an employment or 
social or personal setting. Contact in an employment setting appears to 
have as positive an affect as social and personal contact. These differ­
ences may be attributed, at least in part, to differences in the type of 
information provided by the different types of contacts. Contact in an 
employment setting will probably tend to provide information about the 
capabilities and adequacies of the disabled person. Contact in a medical 
or rehabilitation setting, on the other hand, may provide primarily infor­
mation about the inadequacies and disability rather than about ability. 
This explanation could also account for the findings that increased contact 
in a rehabilitation setting results in lower ATDP scores; increased contact 
in this type of setting may serve to provide an increase in information 
about the very real limitations of disabled persons. Thus it could be 
postulated that rehabilitation workers start out with quite favorable atti­
tudes, but after extensive contact, they tend to have less favorable atti­
tudes than persons with close personal or social contact with the disabled 
(1970, p. 88). No studies were reviewed that related teachers' contact 
with disabled persons and attitudes toward disabled persons which were done 
in an educational setting. However, Felty (1965) analyzed the scores of 
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educators (N=113) and rehabilitation workers (N=57) on the ATDP scale and 
found no significant difference. 
Higgs (1971) attempted to relate degree of contact to both attitudes 
toward disabled persons and knowledge of handicapping conditions using as 
his 376 subjects vocational rehabilitation counselors, college undergradu­
ates, secondary students, and parents in Minnesota. His analysis revealed 
significant difference between the sexes and between the high school sub­
jects and other groups. Females in all groups generally possessed more 
knowledge, higher contact ratings, and more positive attitudes toward dis­
abled persons. High school subjects were found to possess lower contact 
ratings, lower levels of knowledge, and less positive attitudes toward 
physically disabled persons than other subject groups. His findings also 
supported the hypothesis that a greater degree of contact and increased 
knowledge of handicapping conditions would correlate positively with higher 
scores on the ATDP scale. 
Knowledge 
To a great extent, attitudes of an individual toward something in his 
environment are dependent upon the amount and quality of information he 
possesses about the object, person, or process (Dickstein and Dripps, 1958; 
Raring et al., 1958; Kvaraceus. 1956: LaBue, 1959; Murphy, 1960; Palmerton, 
1967). 
Knowing without experience is not necessarily effective in altering 
attitudes. In an experimental workshop study, Haring (1956) reported that 
"increased knowledge per se was not found to be a significant factor in 
effecting modification of teachers' attitudes toward exceptional children." 
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Raring (1956) observed, however, that classroom experiences with excep­
tional children concurrent with the expository workshops in his study 
appeared "to play a crucial role in the effectiveness of programs designed 
to influence teacher attitudes toward these children" (p. 130). Lennington 
(1973) substantiated this find .ng when he tested 100 teachers before and 
after extensive training sessions and found no significant change in atti­
tude as knowledge increased. 
Proctor (1967) utilized Haring's instruments (General Information 
Inventory and Classroom Integration Inventory) to determine if a signifi­
cant correlation existed between a) attitudes of teachers toward educa­
tional placement of exceptional children, b) their knowledge of disabili­
ties, and c) type and amount of teaching experience. The special education 
teachers (N=18) in the study were significantly better informed on handi­
capping conditions than the regular classroom teachers (N=120), but they 
did not have more realistic attitudes toward classroom integration. She 
concluded chat experience increases knowledge but net "positive" attitudes 
toward classroom placement. Her study also indicated that amount of expe­
rience per se is not related to either "knowledge about" or "classroom 
acceptance" of exceptional children. Academic courses were the only vari­
able in the study significantly predictive of both knowledge scores and 
classroom acceptance scores. 
Cannella (1972) studied 72 classroom teachers to determine if the 
marks they gave disabled students enrolled in regular classroom programs 
were related to their knowledge of exceptional children and/or their atti­
tude toward disabled persons. Using Haring's General Information Inventory 
to measure knowledge, he found that teachers receiving the higher scores 
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did not assign differential marks to disabled and nondisabled students but 
that teachers who received low scores assigned higher marks to nondisabled 
students. His results indicated that attitude toward disabled persons as 
measured by the ATDP scale was not a factor in the assignment of marks to 
students. He concluded that orientation programs designed to develop 
knowledge and understanding of exceptional students could provide more 
objective grading of disabled students. 
Although supporting data are not consistent, the review of attitudes 
in general and toward physically handicapped specifically suggests that the 
attitudes of teachers are a factor in their effectiveness. Contact with 
disabled persons is more a matter of kind and of situation than of amount. 
Knowledge of handicapping conditions appears to make less difference, but 
data from one study reviewed suggest that knowledge was a significant fac­
tor in an analysis of the teaching task of grading. One could postulate 
that these three characteristics would have an effect on teaching; however, 
data are not available relating these characteristics to the analysis cr 
evaluation of classroom behaviors. 
Competencies 
Three major studies report competencies needed by educational person­
nel working with crippled and health impaired (COHI) students. In 1958, 
Mackie (Mackie and Connor, 1960) completed a national survey to determine 
competencies needed by teachers of COHI children. The second extensive 
study, which has served as a basis for preparation of teachers to work with 
children who are physically handicapped, was conducted by Geer and Wolfe 
(1960) for the Southern Region Education Board. Dykes (1972) conducted a 
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nationwide survey to determine skills necessary for competent performance 
by educators working in the programs for crippled and other health impaired 
children. These three studies are reviewed in this section. 
The first of these studies was conducted by Mackie In 1958 for the 
Bureau of Education for the Handicapped and was reported by Mackie and 
Connor (1961). The study was designed to obtain information related to the 
preparation of teachers of crippled children and teachers of children with 
special health problems. A questionnaire with items based on skills needed 
in order to teach children who had crippling or other health impairments 
was devised. Also inquiry was made to ascertain if such skills were needed 
by teachers of handicapped children in general or if needed competencies 
were unique to educating crippled or health impaired children. In addi­
tion to the survey of teachers, information was also gained from a national 
sample of state department directors, directors or supervisors in local sys­
tems, and university staff members who had responsibility for COHI pro­
grams . 
Names of individual teachers were obtained through state departments 
of education and were based on a quota system established by the Office of 
Education. To be included, a teacher had to be judged superior in perform­
ance by the local administrator and to have had a specific preparation 
appropriate to the group of children he/she was employed to teach. Three 
other selection criteria were imposed on those supplying names; a) teach­
ers in rural and in urban programs should be included; b) approximately 
one half should have received training before 1946 and the other half after 
that date; and c) teachers in both public and private schools should be 
included. Four hundred questionnaires were mailed to the group who par­
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ticipated in the study. Of the 235 teachers who responded, 150 were teach­
ers of crippled children, and 85 were teachers of children with special 
health problems. 
Of interest here are the competencies related to teaching crippled 
children. Two responses were requested for each of the 103 skills included 
on the questionnaire sent to teachers of crippled children. Teachers were 
asked to indicate the degree to which they felt a specific skill was impor­
tant to them in their current position and the degree of skill they pos­
sessed for each of the abilities listed. 
Mean scores and rank orders were determined for each list of competen­
cies on both responses requested per item. The teachers perceived the ten 
most important competencies needed in their work as: 
1. Ability to create a classroom atmosphere conducive to good 
mental health. 
2. Accept children with crippling conditions without overt nega­
tive reactions. 
3. Create a curriculum in which each child may engage in activi­
ties in keeping with his abilities and handicapping condi­
tions. 
4. Recognize and make provisions for the individual differences 
in physical, mental, and social traits of each crippled pupil. 
5. Remain objective, while retaining sympathy and sensitivity. 
6. Work with crippled children without using pressure. 
7. Help crippled children with their personal attitudes toward 
their physical handicaps. 
8. Cooperate with the medical staff and parents in a general 
plan of treatment for each crippled pupil. 
9. Detect the crippled pupil's worries and plan courses of 
action aimed at alleviating these. 
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10. Help crippled children with the limitations and potentiali­
ties (Mackie and Connor, 1961, p. 15). 
In addition to the teacher responses, 48 directors and specialists in 
state departments of education and 82 directors and supervisors in local 
school systems were asked and did complete a questionnaire concerning com­
petence of recently prepared teachers of crippled and other health impaired 
children. 
Ihe third group from which response was sought was made up of instruc­
tors in colleges and universities offering specialized preparation for 
teachers of exceptional children. Mackie and Connor did not report the 
size of the invited nor participating respondents in this sample. Response 
items for this group related to teacher preparation programs. 
After comparisons were made of various opinions, it was determined 
that a wide range of skills is necessary to be an effective teacher of COHI 
children. Personality characteristics of child acceptance, emotional sta­
bility, physical strength, and acceptance of reality were deemed especially 
important by the teachers as competencies related to these characteristics 
ranked among the top half. Administrators indicated that the best teacher 
preparation was in curriculum adaptation and modification of material and 
methods. Professional experiences deemed most useful were those that per­
mitted interaction with CORI students (Mackie and Connor, 1961). 
Geer and Wolfe (1960) also conducted an extensive survey for the 
Southern Region Education Board. The purpose of the study was to determine 
educational needs of children with cerebral palsy and to ascertain the 
degree to which professional personnel had been prepared to provide educa­
tion and therapeutic services for such children. Two hundred and fifteen 
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teachers of cerebral palsied children, whose names were supplied by local 
administrators, were surveyed by means of questionnaires and interviews as 
to their opinions of the importance of 116 teacher related competencies ard 
the degree to which each competency was covered in his/her college train­
ing. The significant findings from this include: 
Major emphases need to be placed on the education of teachers who 
are already working in settings where children with cerebral 
palsy are educated and upon the recruitment and education of new 
teachers for such service (p. 72). 
Important needs for teachers include; 
Methods and materials for teaching children with cerebral palsy, 
psychological testing, parent counseling, and the medical aspects 
of cerebral palsy (p. 73). 
More recently Dykes (1972) conducted a national survey to assess the 
training received and competencies needed by educators working in programs 
for crippled and other health impaired children (COHI). Of the 395 persons 
invited to participate, her sample of 179 randomly selected COHI personnel 
consisted of 31 state department administrators. 76 local education agency 
administrators, and 72 teachers. 
Of interest here are the competencies educators reported they needed 
to work successfully with COHI students. She found that COHI personnel 
indicated 48 competencies which they considered important. The top 12 
ranked competencies are: 
1. Interpreting reports of medical doctors, psychologists, 
social workers, etc., and making recommendations based on 
this information. 
2. Educational aspects of crippling conditions and other health 
impairments. 
3. Helping each child to experience success and self-satisfac­
tion in his educational experiences. 
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4. Knowledge of various educational techniques and curricula 
necessary for reaching children functioning at various levels 
of intellectual ability. 
5. Ability to create a classroom atmosphere conducive to good 
mental health. 
6. Selecting meaningful instructional materials for COHI chil­
dren. 
7. Types of sensory difficulties which may be experienced by 
COHI children, i.e., vision, hearing, and tactile discrimina­
tion. 
8. Knowledge of and ability to use various types of reinforce­
ment schedules in order to modify behavior. 
9. Ways to motivate COHI children. 
10. Counseling of COHI children for better mental health, realis­
tic vocational goal setting and academic achievement. 
11. Functioning as a member of an interdisciplinary, professional 
team in programming for a child. 
12. Evaluation and assessment of intellectual, social, physical, 
and emotional levels of development as related to COHI chil­
dren (p. 115). 
Dykes (1972) also asked what factors were considered important in prep­
aration of personnel to best attain these competencies. Both administra­
tors and teachers listed in rank order of importance academic courses in 
COHI, academic courses in special education, experiences as a teacher of 
COHI children, academic course work in general education, and experiences 
as a teacher of normal children. 
The findings in all three of these studies are similar. Most of the 
competencies needed relate to technical knowledge of handicapping condi­
tions, helping children in personal adjustment, modifying curriculum and 
adapting materials, and working as a team member. In addition, many com-
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patencies directly specified or implied personal characteristics which were 
believed would enhance the teachers' effectiveness. 
Personal and Professional Characteristics of Teachers 
Much has been written concerning various personal and professional 
characteristics of teachers. Ryans' classic 1960 study has been included 
as well as selected research and articles dealing with characteristics of 
pre- or in-service personnel working with physically handicapped persons. 
In Ryans* study on characteristics of teachers, it was found that 
...elementary and secondary teachers who scored in the low group 
in classroom behavior were more frequently 1) from an older age 
group, 2) valued exactness, orderliness, and practical things, 
3) indicated preferences for activities which did not involve 
close contacts with people and 4) were restricted and critical in 
appraisals of the behavior and motives of other persons (p. 360). 
In addition, the secondary teachers who were among the low scoring 
group in classroom behavior indicated a preference for teacher-directed 
learning situations. Among other characteristics, the elementary and sec­
ondary teachers who scored in the high group indicated prafsrsr.ee for non-
directive classroom procedures and student-centered learning situations. 
This group also indicated greater enjoyment of pupil relationships and were 
generous in appraisals of behaviors and motives of other people and 
expressed friendly feelings for others (Ryans, 1960, pp. 360-361). 
Dykes' (1972) study on competencies of COHI personnel included a sec­
tion on personal characteristics. Teachers and administrators deemed the 
following as important personal characteristics; empathy and willingness to 
accept child as he is, emotional stability, understanding of limits imposed 
by problems, flexibility and resourcefulness, patience, sense of humor, 
objective attitude, firm, strict but not rigid control of children, and 
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feeling of self-satisfaction with teaching COHI children. Teachers 
attached the greatest value to empathy and willingness to accept child as 
he is, while local administrators ranked flexibility and resourcefulness 
first. 
Green, speaking at a Special Education conference in 1972, suggested 
that there is a certain network of characteristics that seem to pattern 
themselves in successful practioners who are able to work constructively 
with young people who have special needs. This network of characteristics 
includes patience, humor, and the ability to motivate, communicate effec­
tively, and create a democratic classroom organization. Also included were 
the understanding of curiosity and the ability to use it effectively in 
teaching. Acute sense of timing was still another characteristic as well 
as the ability to be in touch, emotionally speaking, with students, sup­
porting growth father than suppressing it, and last, being an interesting, 
viable human being. According to Green, this network of ten personal char­
acteristics is the "special" in special education teachers. 
Rudloff (1969) conducted a study to determine if characteristics of an 
individual attracted to the general teaching field are the same as the 
characteristics of the individual attracted to a teaching specialty, in this 
case, teaching handicapped children. His subjects were 57 matched pairs of 
teachers of hearing handicapped children and teachers of nonexceptional 
children who were employed in public day schools in California and who vol­
unteered to participate in the study. 
He hypothesized that the teachers of the handicapped children would 
differ significantly from the teachers of the nonexceptional child by being 
more mature and stable with a higher degree of professional qualifications. 
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having specific reasons for a career choice, being more child-centered and 
less teacher-centered in their orientation to teaching, and having a higher 
degree of social service interest. 
His results indicated that there was no significant difference in the 
two groups of teachers in regard to maturity as measured by age nor stabil­
ity as measured by the number of school districts in which the teacher had 
worked. He concluded that teachers of the exceptional child did have a 
higher degree of professional qualifications based on the amount of college 
training. The two groups did not differ significantly in regard to spe­
cific reasons for a career choice or in being a more child-centered 
teacher. The Strong Vocational Interest Blank was used to measure social 
service, and the teachers of handicapped children did receive significantly 
higher scores. 
Handicapped students' attendance in the classroom can be sporadic 
depending upon their need for medical and therapeutic treatment. The ques­
tion arises as to whether this ambiguity factor of the classroom would 
affect the teacher's attitudes, performance, or effectiveness, 
Galbreath (1972) studied the effects of varying degrees of subject 
tolerance of ambiguity in interaction with varying sticiulus and background 
factors on attitudes toward disabled people. Using 350 college undergradu­
ates as her subjects, she assigned each to one of 12 experimental treatment 
groups. Each subject completed the Budner Scale of Tolerance-Intolerance 
of Ambiguity, participated in two Variated Ambiguity Vignettes which were 
the experimental treatment, completed the Attitude cowi-.rd Employment of 
Disabled Persons Scale, and a personal information sheet. She found that 
subjects intolerant of ambiguity expressed significantly more negative 
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attitudes toward the employment of disabled persons. A difference also 
occurred between attitudes expressed toward a highly ambiguous type of dis­
abled persons and those expressed toward a low ambiguous type. She con­
cluded that the subjects' Tolerance-Intolerance of Ambiguity was the 
strongest overall predictor of attitudes toward the employment of disabled 
persons. 
In 1963 in the Handbook of Research on Teaching, Getzels and Jackson 
(1963) stated that the personality of the teacher was a significant vari­
able in the classroom; in fact, some would argue that it was the most 
important variable. They reported over 100 studies which attempted to 
relate personality characteristics to teaching effectiveness. The import 
of personality factors was questioned a decade later for in the 1973 edi­
tion of the same publication McNeil and Popham point out that 
the single most important deficiency in research on teaching 
effectiveness is the failure to use outcome measures as criterion 
and, instead, to rely upon apriori measures of a teacher's per­
sonal attributes, such as, his personality or educational back­
ground. T'Jhen one considers the idiosyncratic background of teach­
ers and pupils and the immense variation in environments where 
teaching occurs, it is unlikely that any personal attribute on 
the part of teachers will invariably produce pupil growth. Fac­
tors such as grooming, emotional stability, humor, tact, poise, 
and friendliness are largely in the eyes of the beholder there­
fore using them as predictor or assessment of teaching effective­
ness tells more about the assessor than the assessed (p. 1255). 
Although personal characteristics do seem to be a factor in teaching 
effectiveness, it would seem that studying a combination of personal-pro­
fessional characteristics and observable teaching behaviors would provide a 
broader base on which to determine degree of teaching effectiveness. 
However, an examination of instructional competencies and teacher per­
sonal characteristics does not in and of itself provide a completely ade­
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quate picture of the important variables which should be dealt with when 
one attempts to describe the critical interactive elements involved in 
teaching handicapped students. Of crucial significance in developing an 
appropriate perspective on the total educational effort being expended on 
handicapped students is an understanding of the educational programs fur­
nished for them. 
Educational Programs for Physically 
Handicapped Students 
While teacher characteristics and competencies are appropriate factors 
for consideration when discussing education for handicapped students, an 
examination of the educational programs afforded these students is particu­
larly pertinent. This section deals with current trends and problems 
related to educational programs for students with special needs. Recent 
legislation which deals with education for handicapped students has given 
impetus to the number of articles being published and research being con­
ducted on this topic. For example, the April, 1974, edition of the Phi 
Delta Kappan. a publication which normally includes articles pertaining to 
various issues in education, was devoted entirely to special education. 
Within this section, a review of such articles and research appearing in 
the literature during the past six years will be presented. 
Educational programs serving handicapped persons 
By definition, handicapped students are those who deviate from the 
average person to such an extent that they require a modification of school 
practices or special educational services in order to develop to their max­
imum capacities (Kirk, 1972, p. 4). Possible educational modifications to 
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meet the special needs of these students fall into three major categories; 
learning environment (where it is taught), content (what is taught), and 
pedogogy (how it is taught) (Gallagher, 1974, p. 517). Modification may be 
needed in any one or combination of these areas depending upon the specific 
handicapping condition which exists. 
In regard to learning environment, children with physical handicaps 
participate in educational programs in several ways. They may be in regu­
lar classes, in special units in a regular school in separate buildings, in 
hospitals and convalescent homes, or they may receive home instruction. 
Increased provisions for multiple handicapping conditions of children are 
made in some school districts through the use of itinerant teachers pre­
pared to assist both the teacher and the pupil who may have an additional 
physical or mental impairment (Tannebaum, 1968; Hamilton, 1973; Krauch, 
1972; Densham, 1971; Gulliford, 1971; Siegel, 1969; Kirk, 1972). 
Special facilities are needed for most programs designed to serve 
children with orthopedic handicaps or health impairments. School districts 
frequently provide modification of buildings and special furniture and 
equipment to meet such needs. To develop maximum independence and self-
adequacy, many districts provide facilities and personnel in physical ther­
apy, occupational therapy, corrective physical education, counseling, 
speech therapy, school medical and orthopedic services as well as the ser­
vices of nurses, children's attendants, teacher aides, and teachers spe­
cially trained to work with physically handicapped students (Kirk, 1972; 
Siegel, 1969). 
Modification of content is not necessarily required for all physically 
handicapped students. Curriculum based on regular courses of study and 
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developed sequentially and presented in small class groups seems most 
effective in maintaining and strengthening educational skills. 
Different types of instructional programs are indicated, however, for 
handicapped children who are striving for habilitation and admission into 
regular primary, elementary, and secondary classrooms. In such programs, 
the curriculum emphasizes daily living activities, development of a posi­
tive self-concept, and socialization skills with the ultimate goal being to 
help each child become as independent as possible (Hamilton, 1973; Densham, 
1971; Gulliford, 1971). Flexible instructional programs to develop self-
acceptance and social adequacy begin at the pre-school level and continue 
through separate but articulated elementary and secondary school programs. 
Modification of how content is taught is most apparent in the individ­
ualized instruction that is forced upon the educator by the individual 
needs of the exceptional child (Gallagher, 1974, p. 519). A strong trend 
can also be noted in the adoption of prescriptive teaching with handicapped 
students. As with ths cthsr categories, the degree and type of modifica­
tion required in terms of pedagogy is dependent upon the individual handi­
capped child. 
Special education, that is, educational programs modified to meet the 
needs of exceptional children, gained so much attention in the United 
States in 1973 that it was listed as one of the ten major educational 
events of that year (Elam, 1974, p. 513). This awareness has been stimu­
lated, at least in part by court actions gcrogs the nation which have sup­
ported the right to education movement. A review of advances in special 
education in the sixties and current trends can help put the present status 
of special education in perspective. 
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In a review of special education during the period of 1960 through 
1968, Mackie (1969) noted six major advances: clarification of concepts 
underlying the classification and description of children, greater contri­
butions by the federal government and national organizations and state edu­
cation agencies, increased enrollment of pupils in special education and 
the extension of programs to more school systems, improved opportunities 
for professional preparation, increased knowledge about handicapped chil­
dren's educational needs, and stronger international special education pro­
grams. These advances have led to the current trends in special education 
as delineated by Reynolds (1969) and Carr (1968). 
Reynolds (1969) summarized three current programmatic trends in the 
broad field of special education. Among them he noted a movement toward 
greater use of local day school programs rather than the enlargement of 
residential schools for handicapped children. This is part of a general 
trend to have as little separation of the handicapped from normal school, 
home, and community life as possible. Another trend is to provide services 
at an earlier age level for handicapped children and "high risk" children 
from deprived homes. 
The third major trend Reynolds pointed out is one toward more spe­
cialized school provisions for multiply-handicapped children. There are 
relatively more children with multiple handicaps today than in the past, 
partially as a result of the increasing number of premature babies who are 
kept alive and diseases such as rubella (Harper and Wiener, 1965; Apgar and 
Stickle, 1968; Wigglesworth, 1968). It appears that special educators have 
become more cognizant of the fact that many handicapped children do indeed 
have more than one special need. A general tendency to program more flex-
I 
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ibly and with less rigorous adherence to traditional categories of handi­
caps is clearly evident (Reynolds, 1969). 
Carr (1968) summarized five current trends in the education of physi­
cally handicapped students. They are somewhat different from the trends 
Reynolds identified in the broader field of special education. 
Carr notes that there is more implementation of the coordinated team 
approach in the education of physically handicapped children. Profession­
als in both public and private agencies, parents, and nonprofessionals are 
working together to provide more continuity in the total care and education 
of such children. Parent education and family counseling are emerging as 
essential parts of the handicapped child's educational program, and the use 
of nonprofessional personnel under the supervision of qualified certified 
teachers has provided opportunities for improved services to children. 
Emphasizing the development of the total child is a second trend of 
consequence. More adequate individual and group counseling which has 
potential to help che handicapped child in zany facets of his life is being 
more widely utilized. There has also been an increased effort in many pro­
grams to make provisions for leisure time and recreational activities. 
Camping opportunities for physically handicapped are becoming more and more 
popular, and schools are using these experiences as vehicles for intellec­
tual growth as well as social development. 
Curriculum trends reflect an emphasis on language development and 
improvement in perceptual motor skills. Additionally increased attention 
has been given to occupational and/or pre-vocational training programs 
whether implemented in schools or in cooperation with other agencies such 
as community sheltered workshops. 
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Another identifiable trend is the increased number of diagnostic cen­
ters which have provided for earlier identification of physically handi­
capped children. This in turn has provided the impetus for early childhood 
education programs for physically handicapped youngsters. 
In-service training for members of the interdisciplinary team with 
emphasis on intrapersonal understanding and interpersonal relations is 
becoming a positive trend in the educational programs for physically handi­
capped students. 
Carr sees major advances occurring in the education of physically 
handicapped students through the five trends she has identified: coordina­
ted team approach, expanded curriculum, concern for the total child, ear­
lier identification and education, and in-service training for professional 
personnel. 
Mackie (1969), Reynolds (1969), and Carr (1968) have summarized, 
respectively, the advances in special education, current trends in special 
education, and current trends in education for the physically handicapped. 
This information serves to establish the fact that special education in the 
United States is currently receiving a great deal more attention than was 
the case just a few short years ago. 
Presently the provision of educational services for students with spe­
cial needs is in the forefront, however, handicapped students have some 
needs which are beyond the scope of classroom educators. Other private and 
public agencies also provide services to handicapped persons, most notably 
in the area of rehabilitation. Of pertinence to this study is an explica­
tion of the particular role which home economists can and do play in the 
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provision of education/rehabilitation services to handicapped persons in 
institutional settings other than educational ones. 
Home Economists' Role in Rehabilitation 
Closely related to the teaching of home economics concepts to physi­
cally handicapped students as a part of their educational program is the 
education of the physically handicapped person by home economists in the 
field of rehabilitation. Articles and research related to the role of the 
home economist in rehabilitation are reported in this section. 
Home Economics in rehabilitation probably had its beginning in the 
work simplification studies applied to homemaking activities which were 
conducted by Gilbreth as early as 1914. For the past fifty years, Gilbreth 
inspired research, demonstration, and leadership training programs in gen­
eral work simplification and work simplification for the handicapped home-
maker (May et al., 1966). 
In 1954, the United States Vocational Rehabilitation Administration 
(now the United States Rehabilitation Services Administration) first recog­
nized the homemaker as a person for whom vocational rehabilitation services 
could rightfully be given. This acknowledgment provided impetus for a num­
ber of research projects and workshops which further demonstrated and out­
lined the role of home economists on the rehabilitation team (May et al., 
1966). During this period. May, with Gilbreth serving as a consultant, 
began directing research in work simplification applied to handicapped 
homemakers, an effort which is still continuing. 
Homemaker rehabilitation encompasses competencies in each area of home 
economics; that is, foods and nutrition, clothing and textiles, family life 
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and human development, management and economics, as well as housing and 
interior design. Home economists feel the responsibility to serve all 
homemakers, and this includes families in which problems such as physically 
handicapping conditions are present. 
The consultant in homemaker rehabilitation serves as a member of a 
multidisciplinary rehabilitation team (Trotter, 1969; Schwab, 1968; Bryce, 
1969; Knoll and Schwab, 1974). As a relative newcomer to this team, the 
home economist brings a unique set of competencies to the aid of those 
experiencing difficulty with their homemaking responsibilities including 
the severely disabled and the homebound. The home economist serves as a 
resource person to the physician, the vocational rehabilitation counselor, 
the therapists, and others on the staffs of rehabilitation centers and pro­
grams (Schwab, 1968). 
Bryce (1969) supported this role by stating: 
while most occupational therapy departments now include a kitchen 
area many occupational therapists are not really equipped to give 
adequate retraining in homemaking. A home economist with spe­
cialized training in work simplification, clothing and textiles, 
meal management and nutrition could be used to supplement the 
program of the occupational therapy department (p. 258). 
Further, Bryce (1969) suggested four ways in which home economics can 
play a part in rehabilitation. They included; offering home economics 
courses at the college level for occupational therapists, serving as a reg­
ular member of the rehabilitation team or as a consultant, and by conduct­
ing research. The literature in the field cites examples of home econo­
mists serving in each of these capacities (Hanson, 196c; Kaufman, 1965; 
Knoll and Schwab, 1974). Most of the research that has been done relative 
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to homemaker rehabilitation has been conducted by home economists, however, 
additional research is needed (Bryce, 1969; Trotter, 1969). 
Knoll (1974) conducted a survey to determine to what extent and in 
what areas home economists are presently employed in conducting training or 
instruction programs or being used as consultants or researchers in reha­
bilitation programs. 
Of the 255 rehabilitation administrators she surveyed, 188 reported 
the need for a home economist to work with the physically disabled and, 
further, that they would consider employing a home economist who was appro­
priately prepared. Sixty-seven percent of the respondents felt a home 
economist needed further academic course work to prepare her to work with 
physically disabled persons, and six percent suggested an additional degree 
was needed. 
Knoll also surveyed 149 persons teaching homemaking in rehabilitation 
centers. Of these individuals, 66 were home economists, and 83 had aca­
demic preparation in other fields. Seventy-one of the 149 said their job 
classification was "therapists" while forty-one were classified as "voca­
tional teachers." 
Data concerning the educational background of those persons teaching 
homemaking were also collected. Forty-four percent had either a bachelor's 
or a master's degree in home economics; 12 percent had taken some home 
economics education courses beyond high school; 14 percent had take home 
economics in high school but had done no further work in the field; and 
approximately 30 percent had no formal home economics education course at 
any level. 
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Knoll also compared the topics covered in the classrooms manned by all 
the homemaking teachers and found only slight differences among what was 
taught by home economists and nonhome economists (Knoll, 1974). 
Advances have been made by the field home economics in the area of 
rehabilitation. More and more the home economist is becoming recognized as 
a valued member of the multidisciplinary rehabilitation team. However, 
much is still to be done, and the literature cites the need for more appro­
priately prepared home economists to serve the handicapped and the need for 
more research in the areas of home economics in rehabilitation and homemak­
ing for the disabled and homebound. 
While the home economists in rehabilitation do teach, it is most often 
on a one-to-one basis with emphasis on work simplification. No data were 
found that determined if there were similarities or differences in teaching 
handicapped students in an educational setting as opposed to teaching hand­
icapped persons in a rehabilitation setting. 
The previous discussion has delineated the part played by home econo­
mists in rehabilitation programs for the handicapped. Of more appropriate 
and direct interest to this study, however, is an examination of what is 
being done for physically handicapped students through home economics pro­
grams . 
Home Economics Programs for Physically 
Handicapped Students 
The literature concerning home economics programs for physically hand­
icapped persons exists in a very limited quantity. Of particular conse­
quence was the lack of reports of research assessing home economics teach­
ers and programs for physically handicapped students in an educational 
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setting. The few articles, reports, and studies which were located have 
I 
been reported here; of the four articles which were found, two are based on 
data from foreign countries. 
May (1964) reported on her observation of a Finland hospital school 
program for physically handicapped students. She also sent questionnaires 
to state home economics supervisors to determine what was being done in the 
United States in home economics education programs for the physically hand­
icapped student. 
She reported that the emphasis of the Finland program was on develop­
ing skills in activities of daily living and homemaking tasks. While 
developing independence in homemaking for the handicapped has important 
social and economic value, perhaps the psychological values are of even 
greater importance. Children who become self-sufficient in the demands of 
everyday living gain a feeling of pride and self-confidence. May noted 
that this satisfaction may lead to the development of initiative that makes 
for progressively more independence. 
In her survey of the United States, May (1964) determined what was 
being done to help physically handicapped children enrolled in regular day 
school programs to achieve independence in homemaking. While she did not 
report the sample size, she stated that nearly all replies indicated that 
physically handicapped students were seldom directed into home economics 
classes. Those students who were enrolled in regular home economics 
courses were dependent upon the ingenuity of the teacher for instruction 
fitted to their particular needs. 
On the basis of her observation of the program in Finland and her sur­
vey in the United States, May recommended that: "if handicapped children 
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are to reach their greatest potential for independence in homemaking, steps 
need to be taken to bring about: 
1. Greater awareness on the part of school administrators, guid­
ance counselors, school social workers and members of health-
related professions of the importance of teaching independence 
in homemaking to handicapped children in the public schools 
as well as to home bound children. 
2. Close cooperation between school health authorities, guidance 
counselor, school social worker, homemaking teacher, and par­
ents to reach an agreement on each handicapped child's physi­
cal potential and the safeguards he needs. 
3. Greater awareness on the part of homemaking teachers of the 
possibilities they have for contributing to the independence 
of handicapped children. 
4. More understanding on the part of nonhandicapped children of 
the importance of treating handicapped children as one of the 
group rather than as curiosities or objects of ridicule. 
5. Greater efforts to help handicapped children themselves to 
accept their limitations and to make the most of their capa­
bilities . 
6. The preparation of concise resource material focused on inde­
pendence in homemaking for handicapped children for use in 
training of homemaking teachers. 
7. Adjustment of teaching schedules, when necessary, to enable 
teachers of homemaking to give time to handicapped children 
as fully participating members in homemaking classes. 
8. The modification of architectural barriers which prevent hand­
icapped children from having safe access to school and commu­
nity facilities. 
9. Adaptation of homemaking laboratories in the public schools 
to meet the needs of physically handicapped children or those 
with low energy (p. 33). 
As May noted (1964), many schools are not equipped to serve the physi­
cally handicapped person. Architectural features bar some from access to 
buildings, and if entrance is gained, many home economics rooms are not 
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designed to serve individuals with certain handicaps, such as those who are 
restricted to wheelchairs. 
When determining the type of equipment that should be provided in home 
economics classrooms, Devereux (1963, p. 71) commented that two almost 
opposite viewpoints have developed. Some hold the view that every possible 
adaptation should be made for each individual child. Others maintain that 
the handicapped person will have to live in a normal community and should 
learn to work in an ordinary home with conventional equipment. A compro­
mise can be of more lasting value, however, for the student in either the 
special school or the regular school having some adaptive equipment can 
often mean the difference between independence and dependence. 
For example, now that a kitchen adapted for use by those confined to a 
wheelchair has been added to the homemaking suite in the Melvin C. Sharp 
Health School in the District of Columbia, the elementary, secondary, and 
adult students can be served (Hurt and King, 1973). Experiences gained in 
this setting may contribute to greater independence in the hc=e. 
As noted previously. May (1964) had reported that few physically hand­
icapped students were enrolled in home economics courses. She also pro­
vided guidelines to help alleviate this situation. While it has not been 
determined if these guidelines have been operationalized, a recent report 
(Hurt and King, 1973) indicated that more physically handicapped students 
are enrolling in homemaking programs. 
Hurt and King (1973) state in the publication Selected Highlights in 
Vocational Home Economics Education that vocational home economics programs 
are being expanded to serve more handicapped youth and adults. They 
reported that the number of physically handicapped and mentally handicapped 
students enrolled in consumer and homemaking programs increased from 35,833 
in 1971 to 55,910 in 1972 and that participation in occupational programs 
grew from 7,998 students in 1971 to 13,708 in 1972. 
In fact, some centers, presently serving the physically handicapped, 
enroll the majority of their students in home economics programs. For 
example, at the Diagnostic, Adjustive, and Corrective Center for Learning 
in Portsmouth, Virginia, 81 percent of the handicapped students study home-
making. Program activities include the study of grooming and personal 
hygiene, money management, nutrition and simple meal planning and prepara­
tion, clothing, care of children, and development of hobbies (Hurt and 
King, 1973). 
While the number and percentage of handicapped students enrolled in 
home economics programs are increasing, the total number of handicapped 
school age persons in the United States is estimated to be 7,000,000. Hurt 
and King's (1973) figures only denote the number of students enrolled in 
home economics prcgranis receiving federal funds, and although no figures 
are available to indicate the number of physically handicapped students 
enrolled in all home economics programs, it is clear that many physically 
handicapped students are not being served adequately by the field of home 
economics. 
The increase in enrollments in home economics programs in relation to 
the number still to be served point to the need for more and more home 
economics teachers to be prepared to effectively teach these handicapped 
students. 
Few studies then were found that investigated home economics programs 
designed for physically handicapped persons located in an educational set­
39 
ting. No research has been reported which has examined the home economics 
teachers of physically handicapped students in terms of their needs, char­
acteristics, attitudes, and teaching behaviors. 
Summary 
The review of literature has included six major topics: a) attitudes 
toward disabled persons, knowledge of handicapping conditions, contact with 
disabled persons, b) teaching competencies, c) personal and professional 
characteristics of personnel working with physically handicapped students, 
d) educational programs for physically handicapped persons, e) home econo­
mist's role in rehabilitation, and f) home economics programs for physi­
cally handicapped students. 
Findings from the studies reviewed suggest that attitudes and knowl­
edge may be significant variables affecting instructors' teaching behav­
iors. Further, the reviewed data indicate the degree of contact a person 
has had with handicapped persons may affect his attitudes toward such per­
sons. The results of three extensive studies showed that there are unique 
teaching competencies needed by teachers of physically handicapped stu­
dents. In addition, other findings suggested that there are certain per­
sonal characteristics that enhance the teacher's ability to work with hand­
icapped students. 
Although reports indicate there has been an increase in the number of 
physically handicapped students who are being served in home economics pro­
grams, there are still many of the 7,000,000 known handicapped students who 
do not receive home economics instruction. This review points to the lack 
of research available which is concerned with home economics teachers and 
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programs for physically handicapped students found in an educational set­
ting. Although studies have investigated the competencies needed by teach­
ers working with COHI children, these studies do not include personnel 
other than the special education teacher or administrator; teachers in 
areas such as home economics were not included. Studies have dealt with 
the assessment and relationship of attitudes, knowledge, and contact with 
disabled persons, but none were found that included home economics teachers 
in the sample. 
Programmatic trends indicate that more home economics teachers will be 
teaching physically handicapped students in the future, both in regular 
school programs and in other institutional settings as well. 
On the basis of this review, it would seem that data concerning teach­
ers' attitudes toward disabled persons, knowledge of handicapping condi­
tions, contact with disabled persons, and personal and professional charac­
teristics would provide a useful description of home economics teachers of 
physically handicapped students. An investigation of the home economics 
programs offered to physically handicapped students including the content, 
the pedagogy, and the learning environment would be sufficient to determine 
what modifications are required to teach physically handicapped students 
home economics. These data plus recommendations from home economics teach­
ers of physically handicapped students and their principals could provide a 
framework for the conceptualization and implementation of a teacher educa­
tion program designed to prepare home economics teachers to effectively 
teach physically handicapped students. 
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METHOD 
The purpose of this study was to ascertain selected attitudes, charac-
tersitics, and instructional behaviors of teachers who were teaching home 
economics related content to physically handicapped students and to deter­
mine the nature of the home economics programs being offered to these stu­
dents . 
Content presented in this chapter includes a statement of the study's 
objectives, a description of the evaluative devices, the rationale for 
selection or development of each instrument utilized in the study, and 
delineation of the procedures followed to collect and analyze the data col­
lected for the study. 
Objectives of the Study 
The objectives of this study were to: 
1. Assess teachers who were teaching home economics related content 
to physically handicapped students in terms of their 
1.1 knowledge of handicapping conditions 
1.2 attitudes toward disabled persons 
1.3 ambiguity tolerance 
1.4 teaching behaviors 
1.5 degree of contact with disabled persons 
1.6 professional background and experience 
1.7 current professional assignment 
1.8 perceptions of the major needs of physically handicapped stu­
dents, differences in teaching physically handicapped and 
nonhandicapped students, and physical handicaps which present 
the greatest instructional challenge. 
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2. Determine the characteristics of home economics programs offered 
to handicapped students in terms of the 
2.1 philosophy upon which programs were based 
2.2 grade levels at which programs were offered 
2.3 type, number, and sex of students enrolled 
2.4 areas covered, courses provided, and duration of courses 
2.5 instructional techniques teachers found most effective 
2.6 curriculum materials, equipment, and facilities available 
2.7 students' needs which may be met through home economics pro­
grams . 
3. Provide a framework for the conceptualization and implementation 
of a teacher education program designed to prepare home economics 
teachers of physically handicapped students based upon administra­
tor and teacher perceptions of the 
3.1 type of course work and experiences which should be provided 
3.2 teaching competencies which should be acquired and demon­
strated 
3.3 personal attributes regarded as desirable for effective 
teaching performance. 
Description of the Study 
The study was exploratory in nature. Data were collected by observa­
tion, questionnaires, attitudinal and knowledge evaluation devices, and 
through interviews. 
Classroom observation techniques were employed to classify and record 
each instructor's teaching behaviors after viewing "live" classroom ses­
sions, to denote and describe the physical facilities, classroom furnish­
ings, and instructional equipment and materials available in individual 
home economics departments, and to specify the types of handicapping condi­
tions evinced by students enrolled in the home economics classes surveyed. 
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Interviews were conducted with both teachers and their principals in 
order to gather data on characteristics of the home economics programs 
offered, teachers' professional responsibilities, teacher certification 
requirements, teacher personal characteristics helpful in teaching the 
physically handicapped, and the role of home economics in the total educa­
tional program. 
A questionnaire was used to collect demographic data as well as to 
ascertain the professional training and experience of each teacher. Addi­
tional data concerned with the teachers' instructional assignments and the 
types of physical handicaps represented among students enrolled in home 
economics classes were also obtained by this method. Teachers also pro­
vided descriptive information concerning their lesson plans and the stu­
dents enrolled in the home economics classes. 
Instruments designed to assess knowledge of handicapping conditions, 
ambiguity tolerance, degree of contact with handicapped persons, and atti­
tudes toward disabled persons were administered to each teacher. 
Population of the Study 
Subjects for the study were 26 teachers who were teaching home econom­
ics related content to physically handicapped students in public day or 
residential schools in Iowa, Minnesota, Missouri, Illinois, Michigan, and 
Ohio. A nonrandomized sample was utilized with the teachers being selected 
on the basis of information provided by their principals or supervisors. 
Names of schools serving physically handicapped students were obtained 
through use of the Directory of Schools for Exceptional Children, contacts 
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made with superintendents of city school systems. State Departments of Edu­
cation, and professional practitioners in the field of rehabilitation and 
special education. 
Letters (Appendix A) verifying the existence of home economics pro­
grams in the schools and requesting permission to invite the home economics 
teachers to participate in the study were sent to the director or principal 
of each school. Upon receipt of positive responses from these directors or 
principals, teachers in these home economics programs were invited to par­
ticipate in the study. 
Of the 48 schools contacted, 16 indicated that they did have home eco­
nomics programs. Of these 16 schools, 15 permitted the appropriate teach­
ers to participate in the study. The 15 schools employed a total of 26 
teachers who were currently teaching home economics related content to 
physically handicapped students. Of the 26 teachers invited to participate 
in the study, all were included in the data producing sample, however, it 
was not possible to collect all of the desired data on three of these 
teachers. 
Selection and Development of Instruments 
To obtain the data which were necessary to accomplish the objectives 
of this study, ten instruments were selected or developed. A description 
of each instrument utilized to implement the study follows. 
Knowledge of handicapping conditions inventory 
Based upon the premise that more accurate information and greater 
understanding of handicapping conditions could affect teaching behaviors, 
the teachers' cognitive knowledge of handicapping conditions was assessed. 
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In 1956, Raring (1956) developed The General Information Inventory 
which was designed to measure a respondent's knowledge of specific informa­
tion concerning exceptional children. The original instrument contained 9? 
multiple choice items and three essay questions concerning seven areas of 
deviation (crippled, blind, mentally retarded, emotionally handicapped, 
speech defects, deaf, and gifted). With the aid of a qualified consultant 
from the field of Psychology of Exceptional Children, the instrument was 
revised for use in this study. From the original form, 37 items were 
omitted, 46 were retained, 17 were revised, and 3 new items were included. 
In its modified form, the instrument contained 66 multiple choice items 
concerning five areas of deviation (crippled, blind, mentally handicapped, 
emotionally handicapped, and speech defects). 
The revised instrument. The Knowledge of Handicapping Conditions 
Inventory (Appendix C), was administered to 91 college students enrolled in 
a course in the Psychology of Exceptional Children to establish reliability 
and to determine the time required by a respondent to complete the instru­
ment. The reliability of the test was calculated using Kuder-Richardson 20 
formula and a reliability coefficient of .73 was derived. Each item was 
assigned a value of one point thus the highest possible score was 66. The 
range of scores of the college population was 31 to 52 with a mean score of 
42.23 and a standard deviation of 6.43. 
All 66 multiple choice items were retained in the final form of the 
instrument after a study of the item analysis data. The mean difficulty 
for all items was 64 percent. Thirty of the items were answered correctly 
by more than 71 percent of the respondents, another 30 items were answered 
correctly by 30 to 70 percent, and six items were answered correctly by 
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less than 30 percent of the subjects. While the generally accepted range 
for the difficulty index is 30 to 70, items with higher difficulty indices 
were retained because they represented important subject matter content and 
were discriminating between respondents. Items with a lower difficulty 
range were retained for the same reason. 
Item discrimination figures ranged from .07 to .53 with the majority 
of them ranging between .20 and .40. Those with higher and lower discrimi­
nation indices were retained when inspection showed distractors were work­
ing and/or the items were important to the table of specifications. Forty 
minutes was found to be an adequate time period in which to complete the 
instrument. 
Attitude toward disabled persons scale 
It was believed that the attitudes a teacher possesses relative to her 
students may affect her teaching behaviors in the classroom. In order to 
obtain a more complete picture of the teachers working with handicapped 
students, their attitudes toward disabled persons were measured. 
The Attitude toward Disabled Persons Scale (ATDP) developed by Yukor, 
Block, and Campbell (1960) and copyrighted by the Human Resources, Inc. in 
1959 was selected for this purpose. Form B (Appendix C) consisting of 30 
items to which a subject responds on scale ranging from +3, I agree very 
much, to -3, I disagree very much, was chosen for use in this study. 
The development of the ATDP scale was predicated on tue need for an 
objective and reliable instrument to measure attitudes toward disabled per­
sons as a group. In developing the ATDP scale, emphasis was placed on per­
ceived differences between disabled and nondisabled persons. In this 
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regard, disabled persons may be perceived as different from the physically 
normal and be reacted to in much the same way as members of a minority 
group. On the other hand, disabled persons may be perceived as basically 
the same as nondisabled persons. The ATDP scale was developed for use with 
both disabled and nondisabled subjects (Yukor, Block, and Younng, 1970) 
Investigations of the ATDP scale's reliability have resulted in a 
range of +.71 to +.83 estimates for Form A and B. Reliability coefficients 
derived from the split-half method for Forms A and B range from +.75 to 
+. 85. 
To establish construct validity with nondisabled subjects, ATDP scores 
were correlated with measures of prejudice and with other variables shown 
to be correlated with attitudes of prejudice. The correlation coefficients 
derived were significant beyond the .01 level. A complete discussion of 
the development of the instrument and subsequent research conducted with 
the scale can be found in the manual. The Measurement of Attitudes toward 
Disabled Persons (1970). 
Investigation of a simplified scoring method of the scale consistently 
produced a correlation coefficient above +.90 when the original scoring 
technique and the simplified method were correlated. Consequently the 
alternate simplified scoring method was used in scoring the instruments in 
this study. In this procedure, each positive response was given a +1, and 
each negative response was given a -1. These plus and minus responses were 
added algebraically, and a constant of 20 was added to yield the final 
score. The possible range of scores was -10 to +50. 
From a pool of 300 items, three parallel forms of the scale were 
derived using item discriminant data. Hie item discriminant data verified 
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additivity on the scale because it represents the relationship of each item 
score with the total scale score. Two of the three forms have 30 items, 
and one form has 20 items. Since each form was equally reliable. Form B, 
which has 30 items, was chosen for use in this study. 
Ambiguity tolerance 
Physically hanclcapped students often receive medical and therapeutic 
services which can disrupt regular classroom attendance. In recognition of 
the fact that these disruptions could affect teaching behaviors, the ambi­
guity tolerance of the teachers was assessed. 
The Revised Ambiguity Tolerance Scale (AT-20) developed by A. P. 
MacDonald, Jr. (1970) was chosen for use in this study (Appendix C). 
MacDonald revised the Rydell-Rosen test which consisted of 16 true and 
false items by adding two items taken from the California Personality 
Inventory and two items from Barron's Conformity Scale. The internal con­
sistency estimate for the 20-item test was computed at .86, and a reliabil­
ity coefficient of +.73 was obtained using the Kuder-Richardson 20 formula. 
The mean score for the 789 undergraduate students who comprised the sample 
was 10.51. To obtain a stability coefficient, the AT-20 was administered 
twice to 24 male undergraduates at six-month intervals. The correlation 
between administrations was +.63 (p<,01). Evidence of construct validity 
was reflected in the significant correlations between this scale and the 
Rokeach Dogmatism Scale (Form E), the Gough-Sanford Rigidity Scale, and the 
F Scale (MacDonald, 1970, p. 797). To score this instrument, each correct 
response was given one point, thus the possible range of scores was 0 to 
+20. 
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Analysis of teaching instrument 
The Analysis of Teaching Instrument (Appendix D) was used by the 
researcher to assess the observed teaching behaviors of each teacher par­
ticipating in the study. This provided data to answer the question, "what 
teaching behaviors are exhibited by home economics teachers of physically 
handicapped students and to what degree are those specific behaviors demon­
strated?" 
This instrument was developed by Clawson (1973) and Morgan (1973) at 
Iowa State University, The device consists of 15 items that are rated on a 
1 to 99 scale with 99 representing agreement that the teaching behavior was 
exhibited in the observed class and 1 indicating agreement that the teach­
ing behavior was not exhibited. The midpoint, 50, of the scale was used 
for items about which the observer was unsure, did not have an opinion, or 
neither agreed nor disagreed. The intervening numbers were used to indi­
cate degree of agreement or disagreement. Each item contained descriptive 
statements that would be indicative of behaviors representative of far ends 
of the continuum. 
The investigator and two home economics educators experienced in the 
supervision of teachers viewed three videotapes of classroom teaching and 
independently rated the teachers using this instrument. The interrater 
reliabilities determined by the correlation formula —= were .92, 
.95, and ,95. Following this, the investigator and the same two home eco­
nomics educators observed two teachers teaching home economics to physi­
cally handicapped students and independently rated the teaching behaviors. 
Using the same formula listed above, reliability coefficients of .99 and 
.98 were established. 
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The analysis of teaching instrument was used to assess the teaching 
behaviors exhibited by each teacher in the two classes observed by the 
investigator. Each item score on the instrument was interpreted as well as 
the total score. 
Degree of contact index 
Based on the premise that contact with any particular group results in 
greater understanding of that group, an assessment of each teacher's degree 
of contact with disabled persons outside of her teaching position was made. 
Higgs had developed the Degree of Contact Index to be used for 
research purposes at the University of Minnesota in 1971. This scale was 
composed of twenty-six statements describing contact or no contact situa­
tions with disabled persons. The respondent checked only the statements 
which described the amount and quality of his previous contact with physi­
cally disabled persons. The items were weighted +1, +2, or +3, and when 
the instrument was scored, the respondents' contact was classified into one 
of three groups: a) virtually no contact with physically handicapped per­
sons, b) contact with physically disabled persons but on a surface level, 
and c) contact with physically disabled persons which involved personal 
interaction (1971) (Appendix C). 
Higgs indicated that no measures of reliability were calculated for 
the contact index. A panel of judges agreed that the instrument did have 
content validity (Higgs, 1971). The usability of the instrument was a 
determinant factor in its selection for use in this study. The respondents 
check appropriate items, and the time required to complete the instrument is 
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approximately ten minutes. Since several devices were to be used in the 
study, the short response time was desired. 
General and professional data form 
In order to obtain selected general and professional information from 
each teacher, a questionnaire was developed. 
The questionnaire (Appendix B) was made up of three major parts; The 
first section requested demographic information; the second section con­
tained questions regarding professional preparation, years of teaching 
experience, and membership in professional organizations; and the last sec­
tion dealt with information concerning the current teaching assignment in 
terms of the number and name of courses taught, grade level, subject matter 
emphasis, length of class periods, and enrollment. Also included was an 
item requesting teachers to rank a list of handicapping conditions accord­
ing to the frequency of occurrence among those students enrolled in their 
hoze economics classes. 
The questionnaire was evaluated in terms of content validity by 
selected teacher educators at Iowa State University and by the director of 
the University Hospital School for Handicapped Students in Iowa City. The 
instrument was revised and administered to two practicing home economics 
teachers of handicapped students to assess its usability, and the question­
naire was again revised based on their suggestions. 
Lesson plan information forms 
In an effort to determine the instructional methods and equipment used 
and the home economics concepts and objectives developed by the teachers. 
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an instrument entitled Lesson Plan Information was devised (Appendix 
B). 
This two-page instrument was designed to obtain two types of data: 
1) information on the chronological and mental age and the specific handi­
capping conditions of each student in the class and 2) objectives, teaching 
techniques, equipment, materials, and evaluation devices to be used in each 
lesson the investigator would observe. 
This instrument was evaluated for content validity by selected teacher 
educators at Iowa State University and was then administered to two home 
economics teachers currently teaching physically handicapped students to 
assess its usability. The form was shortened and revised according to 
their recommendations. 
Checklist for physical facilities and organization of the home economics 
program 
A checklist (Appendix D) was devised to obtain data concerning the 
physical facilities and che organization of the home economics programs 
investigated. This two-part instrument was adapted from evaluation devices 
used in North Central Assocation of Secondary Schools and Colleges evalua­
tion materials for home economics programs (Evaluative Criteria, 1960). 
Part one of the instrument listed six items related to physical facil­
ities with space provided for added written comments. An "open" item 
allo^-jed the investigator to include other pertinent data associated with 
physical facilities. 
The second part of the instrument contained nine items which would aid 
in describing the overall curriculum organization of the home economics 
program. Again space was allowed for written comments. 
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Teacher interview schedule 
It was believed that practicing teachers working with physically hand­
icapped students could provide insight into the competencies and personal 
characteristics needed by those teaching physically handicapped students. 
In addition, it was believed that the teachers could provide further data 
concerning their educational philosophy, their role as teachers of the 
handicapped, and the type of program they offered handicapped students 
through verbal interaction with the investigator. An interview schedule 
(Appendix F) was developed for use in gathering this information. 
The interview form was evaluated for content validity by selected 
teacher educators, and then to assess the usability, it was administered to 
two home economics teachers of physically handicapped students. All ques­
tions were retained as originally written. 
The final form of the interview schedule consisted of 16 items and 
required approximately one hour to administer. An audio tape was made 
during each interview to insure that an accurate transcription of the 
teachers' responses could be generated at a later date. 
Principals' interview schedule 
Based on the idea that principals could provide insight into the role 
of home economics in the educational program for physically handicapped 
students and that they could also provide suggestions for designing teacher 
education programs for home economics teachers of physically handicapped 
students, the principal or supervisor of each school visited was inter­
viewed. An interview schedule (Appendix E) was designed to obtain these 
data. 
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The instrument contained nine questions that would yield data concern­
ing school philosophy and curriculum, competencies and personal character­
istics required of those who teach physically handicapped students, and 
suggestions for teacher education programs for those who wish to teach the 
handicapped. 
The instrument was evaluated for content validity by selected teacher 
educators and then administered to the principal of a school for handi­
capped students to assess its usability. Seven questions were retained as 
originally written, and two were revised to improve clarity. 
Each teacher in the study arranged a time for the investigator to 
interview the principal or supervisor of the program during the visit to 
the school. The interview, which was audio-taped, required approximately 
40 minutes. 
Collection of Data 
Arrangements for data collection 
During March, 1973, letters (Appendix A) were sent to the 26 teachers 
in 15 schools whose principals were willing for them to participate in the 
study. Upon receiving a positive response to the letter, a telephone call 
was made to each of the 15 schools to arrange a convenient time for the 
investigator to visit the teachers for two consecutive days.-
Packets of materials were sent to each teacher approximately one week 
prior to the scheduled visit. Included were a letter (Appendix A) which 
verified the visitation date and which requested teachers to complete the 
enclosed instruments prior to the visit and to arrange a time for the 
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investigator to interview the principal, two copies of the Lesson Plan 
Information Form, and the General and Professional Data Form. 
When a visitation schedule had been completed, travel arrangements 
were made, and the investigator visited the schools to collect data during 
the months of April, May, and June, 1973. 
Administration of instruments 
The investigator visited each teacher on two consecutive days. Typi­
cally, upon arrival at a school the investigator was introduced to the 
administrative and teaching staff, a schedule for the visit was drawn up, 
and arrangements made for interviewing the principal or supervisor. A tour 
of the school followed during which slides were taken to document informa­
tion concerning the physical facilities and special equipment being used to 
teach handicapped students. 
The instruments the teachers had previously received in the mail were 
collected prior to observing the home economics classes. Generally several 
home economics classes were observed by the investigator during the two-day 
visit. In the two classes chosen by the teacher, which in most cases was 
one class each day, the teaching behaviors of the teachers were assessed by 
the investigator using the Analysis of Teaching instrument. This form was 
not completed during the class but rather was marked by the investigator 
upon leaving school that same day. 
During the teacher's conference period on the first day of visitation, 
three instruments, the Ambiguity Tolerance Scale, the Attitude toward Dis­
abled Persons Scale, and the Degree of Contact Index, were administered. 
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After classes were dismissed for the day, the Knowledge of Handicapping 
Conditions Inventory was administered to each teacher. 
Typically on the second day, the investigator interviewed the school 
principal and/or the supervisor using the Principals' Interview Schedule. 
Also, each teacher was interviewed during her conference period with the 
investigator following the Teachers' Interview Schedule. Both interviews 
were audio taped. Throughout the day the investigator observed more home 
economics classes and completed the checklist on organization of the home 
economics program and physical facilities. All data were collected and 
assembled into packets prior to leaving the school. 
All 26 teachers and 15 principals or supervisors participated in the 
interviews. All teachers (N=26) responded to the Attitude toward Disabled 
Persons Scale, the Degree of Contact Index, and the Ambiguity Tolerance 
Scale. The investigator completed the Checklist for Facilities and Organi­
zation of Programs for each of the 15 schools visited. The Analysis of 
Teaching Instrument was completed by the investigator for 23 teachers; it 
was not possible to observe three teachers as student teachers were teach­
ing their classes. Twenty-five teachers completed the General and Profes­
sional Data Form, and another teacher returned the form, but all data were 
not included. The teachers had been asked to complete two Lesson Plan 
Information forms, and 20 of the teachers complied with this request while 
six of the teachers indicated they did not normally write lesson plans and 
would prefer not to respond to the form. Collectively, 270 instruments 
were completed during the visits to the schools. 
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Approximately one week after the visit, a personal thank-you letter 
was sent to each teacher. When all visitations were completed, a formal 
thank-you letter was sent to each principal and teacher who participated in 
the study (Appendix A). 
Analysis of Data 
As indicated by the objectives of this study, the major purpose was to 
investigate selected attitudes, characteristics, and teaching behaviors of 
home economics teachers of physically handicapped students in order to pro­
vide descriptive data on which to base preliminary teacher education pro­
grams decisions and for planning further research studies. 
The raw data from the 103 instruments completed by the investigator 
and the 167 instruments completed by the teachers were prepared for analy­
sis by hand coding the numbers from each instrument. 
Analysis of teaching instrument 
Data from the Analysis of Teaching Instrument consisted of che obser­
vation of two of the teachers' classes. The first step in the analysis was 
to transform the raw data to normal deviates. This transformation was made 
because intervals between the response values were not equal (i.e., a per­
son who strongly agrees or disagrees with an item does so with greater cer­
tainty than one who uses values around the middle of the scale). The orig­
inal numerical responses of 1 to 99 were, therefore, nonlinearly trans­
formed by using these numbers as if they were cumulative proportions. 
These "proportions" were referred to as a cumulative standard normal curve 
table and the corresponding normal deviate substituted for the original 
response. For example, a response of a value of one becomes -2.33, a 
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response of 50 is 0, and a response of 99 becomes +2.33. The resulting 
normal deviates were then multiplied by one hundred to remove the decimal. 
Subsequent analyses were based on the normal deviates rather than the orig­
inal 99-category response (1973). 
A one-way analysis of variance was used to determine if significant 
differences existed in the teaching behaviors of each teacher between the 
two observed classes. The model used was 
= p + + «ij 
where is equal to the observation rating, ^  represents the over-all 
mean, is equal to the effect of the time of observation, and repre­
sents the sampling error. 
The mean standard score for each item in the Analysis of Teaching 
Instrument was calculated. In addition, the item scores were correlated, 
using the Pearson's Product Moment Correlation formula, to determine if 
significant relationships existed. Three clusters of items emerged in 
which the items were highly intercorrelated. These clusters were treated 
as three separate variables on a subsequent correlation with certain data 
from the General and Professional Data Form and information concerning the 
teachers' current teaching assignment (years of teaching experience, years 
of teaching handicapped students, college degree, and number of students 
and classes met per day and per week). Because all of the items correlated 
highly, the total score on the instrument was also treated as an additional 
variable in this same correlation. 
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Ambiguity tolerance scale, attitude scale, contact index, and knowledge 
inventory 
The responses on the Ambiguity Tolerance Scale, the Attitude toward 
Disabled Persons Scale, the Degree of Contact Index, and the Knowledge of 
Handicapping Conditions Inventory were scored and the range of scores, 
median and mean, were calculated for each instrument. In addition, data 
from the Knowledge of Handicapping Conditions Inventory were submitted to 
item analysis, and the Ruder-Richardson 20 formula was used to determine 
reliability. 
The scores on each of these four instruments were then correlated, 
using the Pearson's Product Moment Correlation formula, with the 15 
items on the Analysis of Teaching Instrument and selected data from the 
General and Professional Data Form (years of teaching experience, years of 
teaching handicapped students, college degree, and number of students' 
classes met per day and per week) to determine if relationships existed. 
Lesson plans. checklist, interview schedules, and general and professional 
data forms 
Information from the lesson plan forms and the Checklist for Physical 
Facilities and Organization was descriptive in nature, thus the data were 
categorized and summarized. Data obtained from the General and Profes­
sional Data Form were also descriptive. The frequency of responses were 
tabulated and summarized. Also, the mean and median scores were calculated 
for selected items. 
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FINDINGS 
The objectives of this study were to examine the home economics pro­
grams being offered to physically handicapped students in educational set­
tings and to ascertain selected attitudes, characteristics, and instruc­
tional behaviors of the home economics teachers implementing these pro­
grams. In addition, the opinions of the home economics teachers of physi­
cally handicapped students and their principals were investigated concern­
ing teacher education programs designed to prepare home economics teachers 
to work effectively with physically handicapped students. The nonrandom­
ized sample included in the study consisted of 26 teachers in 15 schools 
in the midwest who were teaching physically handicapped students home eco­
nomics as well as 15 principals or supervisors who participated in inter­
views . 
The data from 10 instruments used in the study are reported in eight 
sections: 
The Schools 
The Home Economics Programs 
Teachers* Professional Backgrounds 
Teachers' Current Assignments 
Instructional Aspects 
Teachers' Characteristics 
Relationship of Teachers' Characteristics, Current Assignment, and 
Professional Backgrounds 
Recommended Teacher Education Components 
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The Schools 
The findings related to the general characteristics of the schools and 
their programs are presented in this section. Included is a description of 
each school which was obtained from printed materials collected during the 
visits and from an interview with each principal. Also, information the 
principals provided during the interview concerning goals of the schools, 
development of philosophy and curriculum for the schools, and the major 
areas emphasized in the over-all curriculum is presented. 
Description of the schools 
The 26 teachers who participated in the study were teaching in 15 pub­
lic schools in 11 cities in the states of Iowa, Illinois, Michigan, Minne­
sota, Missouri, and Ohio (see Table 1). The 11 cities ranged in population 
from 10,000 to over 3 million. TVo schools were located in cities with 
populations exceeding one million, however, the greatest number (N=7) were 
located in cities with population ranging from 500,000 to one million. 
There were two schools located in cities with a population of 100,000 to 
499,999 and two others in cities ranging in population from 50,000 to 
99,999. The two remaining schools were in smaller cities of less than 
50,000 population. 
Both day and residential schools were included in the study, but the 
largest number (N=13) were day schools. Two of the schools were primarily 
residential schools, but each one enrolled a few students who attended on a 
daily basis. 
The organizational structure of the schools in terms of grade levels 
varied; the largest number of the schools (N=6) served students at the kin-
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Table 1. Number of teachers, schools, and cities by state 
State Teachers Schools Cities 
Iowa 2 2 2 
Illinois 6 2 1 
Michigan 3 1 1 
Minnesota 6 4 3 
Missouri 4 3 2 
Ohio 5 3 2 
Total 26 15 11 
dergarten level through grade 12, as shown in Table 2. One school incor­
porated grades 7 through 12, and two had grades 9 through 12. Four schools 
served elementary and junior high levels with two of them including grades 
kindergarten through eight, one school had grades seven through nine, and 
another was designated as a middle school which served grades four through 
eight. One school also enrolled students who were over 21 years of age. 
Table 2. Grade levels of schools 
Grade levels N 
Preschool-12 1 
K-12 6 
K-8 2 
4-8 1 
7-9 1 
7-12 1 
9-12 2 
Students over age 21 1 
Total 15 
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Eleven of the fifteen schools were designated as "special" in that 
they served only students with special needs. Two of the schools housed 
programs for both the physically handicapped and the nonhandicapped stu­
dents with the handicapped students being located in a special unit or wing 
of the building. In the two remaining schools, physically handicapped stu­
dents were mainstreamed into the regular classrooms. The number of physi­
cally handicapped students attending these latter two schools was consider­
ably smaller than those attending the special schools or schools with spe­
cial units. 
Handicapping conditions^ 
The students enrolled in the 15 schools investigated possessed a vari­
ety of handicapping conditions. In general, however, those physically 
handicapped students who were mainstreamed tended to be less severely hand­
icapped than those who attended special schools. In each school orthopedic 
handicaps ware present with the majority of students enrolled in the spe­
cial schools exhibiting multiple handicaps. 
Cerebral palsy was the handicapping condition most frequently repre­
sented among the students in the various schools. Though occurring in a 
considerably smaller number, the second largest diagnostic handicapping 
category present was spina bifida, and the third ranking handicapping con­
dition exhibited was muscular dystrophy. 
Other handicapping conditions which frequently affected children 
enrolled in these schools included arthritis, arthrogryposis, cardiac con-
See Appendix J for definitions of specific handicapping conditions 
cited in this section. 
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ditions, congenital defects, hemophilia, hydrocephalus, idiopathic scoli­
osis, Legge-Perthes disease, osteogenesis imperfecta, osteomyelitis, polio­
myelitis, slipped capital femoral epiphsis, and sickle cell anemia. Handi­
capping conditions which were observed less often included McCune Albright 
Syndrome, Morquio's Disease, Pierre-Robin Syndrome, Phocomelia, and von 
Recklinghausen's Disease. 
As was noted previously, many of the students observed in this study 
were multiply handicapped. In addition, then, to their primary handicaps, 
substantial numbers of students had visual impairments, loss of hearing, 
speech defects, and/or some degree of mental retardation. 
Major goals of the school 
Three of the principals stated that the major goals of their school 
programs were no different from those of schools serving nonhandicapped 
students of the same age. However, the remainder of the principals desig­
nated specific goals which were relative to the particular clientele of 
their schools. 
Four principals stated that their school's major goal was one of 
"developing individual potential." Three principals indicated a somewhat 
similar goal for their schools in terms of determining each individual's 
functional level and providing appropriate programs to help him reach his 
potential. Another group which consisted of three principals identified 
their schools' major goal as one of ascertaining each student's needs and 
then providing suitable programs to aid them in meeting their needs effec­
tively. 
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Three principals specified that career education was the major goal of 
their schools' programs. Two principals said the primary goal of their 
program was to enable students to reach the point whereby they could be 
integrated into regular classrooms. One principal specified that his 
school's major goal was to provide programs that would enable a student to 
become self-sufficient and independent, and another said his school's ulti­
mate goal was to prepare each student to become a contributing member of 
society. 
In general, school goals seemed to be most concerned with meeting 
individual student needs and providing programs that would enable each stu­
dent to reach his potential. 
Determination of school's philosophy 
There was not a great variety of responses to the question, "Who 
determines the over-all philosophy and goals of this school?" Most princi­
pals (N=i2) replied that their school's philosophy was cooperatively 
derived through the mutual efforts of the administrative and teaching 
staffs. 
Three principals did respond somewhat differently. One indicated that 
a committee, using input from teachers, determines the goals and philosophy 
of the school. Another stated that his school's goals and philosophy were 
arrived at through a cooperative effort on the part of administrators, 
teachers, former students, and a parent advisory board. Still another said 
that when appropriate, students were encouraged to determine realistic, 
individual goals for themselves. 
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For the most part, administrators and teachers had accepted joint 
responsibility for the determination of their school's philosophies and 
major goals. Although, in some instances, parents and students also par­
ticipated in the process leading to the formulation of these items. 
Determination of schools' curriculum 
Curriculum development was considered to be the responsibility of the 
faculty by 11 of the school principals. Differences existing among the 
principals occurred in their view of the allocation of responsibilities. 
For example, three principals indicated that the curriculum was developed 
through committee work. Two principals described the curriculum develop­
ment process as a joint task, with one saying that curriculum was developed 
through cooperative efforts by the staff and their coordinator and the 
other indicating that this procedure was a joint effort on the part of 
staff, unit supervisors, and state education specialists. 
Two principals indicated their school had curriculum guides available 
to most teachers. In one school, city curriculum guides were used, and in 
the other, state curriculum guides were utilized. 
Areas emphasized in school curriculum 
When the principals were queried concerning the major areas stressed 
in their school curricula, one principal generalized by saying his faculty 
placed emphasis on the same content areas as those included in a conven­
tional school program, and another stated that all major educational areas 
pertinent to the needs of students were included in his school's program. 
However, other principals were more specific in their responses. Five 
indicated that the major areas stressed in their school programs included 
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vocational education, career education, and occupational skills. Four 
others stated that the major emphasis in their schools was placed on the 
academic aspects of the curriculum. According to three other principals, 
the main curriculum emphasis in their schools was placed on adaptive 
skills, self-help skills, and everyday living, whereas a pair of principals 
said major stress in their schools' program was given to care of self. One 
school was placing an emphasis on sex education as this topic had not pre­
viously been a part of the school program. A work study program was being 
stressed in one school while yet another was emphasizing social interaction 
skills. 
Overall most of the areas being emphasized in the curricula of the 
various schools were skill oriented with special concern for those skills 
needed to develop individual independence. 
Home Economics Programs 
Presented here are the data concerning the home economics programs 
examined. The General and Professional Data Form yielded information con­
cerning the types and names of courses being taught by the home economics 
teacher. Interviews with the teachers provided data relative to the program 
philosophy, subject matter emphasized, occupational concepts included in 
the program, and strengths and areas needing improvement in the program, 
whereas interviews with the principals revealed their perceptions of the 
role of home economics in their schools' programs. 
Home economics programs' philosophies 
An analysis of teacher responses to the question concerning the phi­
losophy upon which their homemaking programs had been based revealed that 
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four major areas provided the philosophical framework for the programs in 
this study. 
The most frequently mentioned philosophical position was based on the 
belief that handicapped students should become as self-sufficient and inde­
pendent as possible. Closely related to this was the expressed belief that 
if handicapped students have a more positive self-concept, they will be 
better able to cope with their handicap and make greater strides in their 
adjustment in society. Also expressed frequently was the belief that basic 
skill development on the part of handicapped students was essential in 
order to enable them to increase their self-sufficiency and to promote their 
development of a positive self-concept. 
Tîie concern for individualized programs was revealed in many responses 
as teachers stated their belief in the uniqueness of individuals and the 
effort that must be made to translate this concept into the educational 
system. Individualization was discussed in terms of identifying a stu­
dent's educational needs, diagnosing his educational capabilities, formu­
lating solutions to problems created by his specific handicap, planning 
appropriate learning activities, and evaluating his growth. Overall, a 
firm belief in individualizing education for handicapped students was 
clearly expressed by this group of teachers. 
Philosophically, the framework for the programs examined was built 
upon four basic precepts. Students should be helped to develop basic 
skills; they should learn to become self-sufficient; their self-concept 
should be enhanced; and, they should be provided educational services on an 
individualized basis. 
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Role of home economics in the school program 
The principals were asked to indicate the role they believed home 
economics played in the educational program of their schools. Every prin­
cipal was enthusiastic in his support of home economics for physically 
handicapped students and generally conveyed the belief that home economics 
was an essential part of the educational programs in their schools. 
Practical skill development was cited by seven of the principals as 
the major function of home economics in the school program. Another seven 
principals' responses were closely related to this belief as they indicated 
that home economics should prepare students to function in a family situa­
tion. Six principals indicated that home economics programs were an elabo­
ration of self-care skills which lead to self-sufficiency and independence 
on the part of handicapped persons. 
Home economics was the major vehicle through which social graces and 
socialization were developed in four programs, and the principals cited 
this as a basic function of home economics in their schools. Three princi­
pals saw home economics as the area of the school program where the devel­
opment of positive self-concept was most likely to occur and considered 
this the major contribution of home economics to the total school program. 
Two principals described home economics' role as developing creative 
skills of students and indicated the concepts developed in this area were 
primarily for personal use while another principal felt the concepts 
learned in home economics definitely lead to greater employment success of 
the students when they leave school. Still another principal viewed the 
major contribution of home economics to the school program as one of pro­
viding exploratory experiences in everyday living. 
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While principals differed in their views as to the specific role of 
home economics in their schools, all endorsed its contribution to the total 
program. 
Program offerings for handicapped s tudents 
Most of the home economics program offerings consisted of year long 
comprehensive courses i.e., regardless of the title attached to the 
course, all aspects of home economics (foods and nutrition, clothing and 
textiles, family life and child development, home management and economics, 
and housing and home furnishings) were taught to some degree. 
Ten of the programs included comprehensive home economics courses 
under various titles, such as home economics, homemaking, practical arts, 
home arts, home economics survey, and bachelor survival. Of these ten, 
three programs offered semester courses in addition to the comprehensive 
ones. The courses offered on a semester basis were titled: beginning 
foods, advanced foods, creative sewing, clothing construction, child devel­
opment, and social dynamics. In these three programs, there were no offer­
ings with titles relating to the areas of home management and economics or 
housing and home furnishings. 
Semester classes only were offered in three of the programs surveyed. 
Among the semester offerings course titles were: beginning foods, advanced 
foods and vocational foods; beginning clothing, advanced clothing, creative 
sewing, and adaptive clothing; family living and child development; and 
bachelor survival. 
During their interview sessions, teachers were asked to specify those 
home economics subject matter areas which were emphasized in their pro­
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grams. Since many of the teachers were employed in multiteacher home eco­
nomics departments, they were asked about the entire home economics program 
rather than just the areas they taught. 
Twelve of the teachers indicated that all major areas of home econom­
ics, that is, foods and nutrition, textiles and clothing, family relation­
ships and child development, home management and economics, and housing and 
home furnishings, were emphasized equally. 
Five teachers reported that all areas of home economics except the 
area of family relationships and child development were emphasized. Two 
teachers commented that school policy prohibited them from teaching sex 
education and any aspect of family relationships or child development which 
migjht involve discussions concerning sex. 
Two teachers stated that their programs emphasized development of 
skills in the areas of foods, clothing, and personal relationships, and 
another teacher stated that the program in which she taught also emphasized 
skills but in the areas of foods, clothing, and grooming. Three teachers 
indicated their program emphasized only the areas of foods and clothing, 
and these, too, were primarily skill centered. 
One program offered a kindergarten through twelve program in both 
foods and clothing; other courses in home economics were included at the 
hi^ school level but not In the elementary grades. 
Over half of the programs visited, then, included all areas of home 
economics subject matter. Collectively, however, the programs tended to 
emphasize skill development in the areas of foods and clothing. 
When teachers were questioned concerning the occupational concepts 
incorporated into their home economics programs, five teachers indicated a 
72 
specific occupational program was offered in the school outside of the home 
economics program. One teacher reported an occupational program would be 
operational in her home economics department the following year, and three 
indicated that neither the school nor the home economics program emphasized 
occupational skills in any way. 
No occupational training programs in home economics existed in the 
schools studied; however, 12 of the teachers incorporated pre-occupa-
tional skills into their regular homemaking programs. While five of these 
teachers stated they emphasized pre-occupational skills, no particular 
skills were specified although four teachers emphasized skills related to 
getting along with other people and the development of good working habits. 
Units of study relating to the world of work were included by six 
teachers. Three of these teachers taught units on career exploration, and 
another included a unit which focused on home economics related careers. 
Units dealing with preparation for work which included reading classified 
ads, exploring careers, setting up a hypothetical job and salary, and 
developing a budget based on take-home pay were taught by another three 
teachers. 
A teacher whose students were multiply handicapped taught skills of 
organization, ordering, matching, and sorting, and another teacher stressed 
repetitive activities and concentration. 
Actual work experiences were included by four of the teachers. One 
teacher encouraged volunteer work in nursing homes, and in another school, 
students gained work experience in the dining hall and laundry. Two teach­
ers indicated they provided work experiences as a homemaker helper to 
selected students as part of the home economics program. 
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Of the 26 teachers, 16 indicated occupational aspects of home econom­
ics were included in their home economics programs, and of these 16, 12 
emphasized pre-occupational skills with four including actual work expe­
riences. Three of the 15 schools visited reported that they did not 
include occupational skills or work experience as part of their school pro­
gram. 
Available curricular materials 
When the 26 teachers were queried concerning curricular materials, 
none was aware of any designed specifically for teaching home economics 
related content to physically handicapped students. Almost all of the 
teachers indicated they used conventional curriculum guides or guides 
developed for teaching mentally retarded students and adapted these materi­
als for use with their students. Teachers also mentioned they used regular 
home economics texts and cookbooks and adapted the materials when needed. 
VThsn asked ichat niaterials were needed, all 26 teachers stated that 
they wanted resource guides and curriculum guides designed specifically for 
teaching the physically handicapped. In particular, the teachers said they 
needed help with sequencing instruction, performing task analysis, locating 
ideas for learning experiences, and developing ways to evaluate learning. 
Equipment and facilities 
Of the 15 schools visited during this study, six had specifically 
designed "fixed" equipment in the homemaking rooms. Examples of such 
equipment were open areas under counters and sinks to accommodate wheel­
chairs, counter tops and ranges 29 to 33 inches in height rather than the 
usual 36 inches, and above-counter cupboards lowered 3 to 10 inches from 
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the normal placement. Other modifications noted were lower cupboard 
shelves that pulled out for easy access, faucets located on the side of the 
sink rather than at the back, and below-counter refrigerators. 
While nine of the schools did not have adapted "fixed" equipment, all 
of the schools did use many small adaptive devices. Among the most fre­
quently observed were suction cups to hold mixing bowls and other equip­
ment, vegetable boards, sandwich boards, reachers, mixing bowls with one 
large handle for pouring, various types of holders to attach to wheel­
chairs, tables and ironing boards of adjustable heights, one-handed rolling 
pins and can openers, and vises to hold craft projects. Several schools 
used small electrical appliances which were portable and could be moved to 
a suitable working area for a particular student. Some schools had sewing 
machines which featured slower speeds and hand controls rather than knee or 
foot controls. Lightweight irons and cookware were also observed in some 
departments. 
Teaching home economics to physically handicapped students seemed to 
require some additional conventional and nonconventional equipment. How­
ever, there was no uniformity among schools as to the type and amount of 
equipment made available to their students. 
Strengths of programs 
The teachers were asked to review their home economics programs and 
comment on what they considered the strengths of their programs. Insofar 
as eight teachers were concerned, the opportunities provided for practical 
application of knowledge and skills was the major strength of their home 
economics programs. 
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Meeting the needs of their students in terms of socialization, skill 
development, pre-occupational training, and leisure time activities were 
cited by four of the teachers. Three teachers felt the small size of 
classes was a strong point, and five teachers indicated that the individu­
alized program was the strength. 
The cooperation of other teachers and staff members was cited as a 
strong point by five teachers, and two more indicated that having a coordi­
nator that provided continuity among the various school programs was a 
major strength. Another four mentioned the administrative and parental 
support received as being a definite strength. 
Five teachers considered their own personal qualities as lending 
strength to the total home economics program. Three teachers mentioned 
their own enthusiasm and resourcefulness, and another two cited their pro­
fessional preparation. Four others felt the enthusiasm and interest dis­
played by both teachers and students was definitely a strength of the pro­
gram. 
Collectively teachers considered the strong points in their programs 
to be; an activity orientation with its concomitant emphasis on practical 
application of skills; meeting the social, emotional, and intellectual 
needs of their students; the enthusiasm and interests of teachers and stu­
dents; small size of classes; individualized programs; support by parents 
and administrators; coordinators who provided continuity to programs; and 
the dedication and resourcefulness of the home economics teachers. 
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Aspects of programs needing improvement 
When asked what aspects of the program needed improvement, the major­
ity of responses by teachers (N=18) focused on facets of the curriculum. 
Six of these replies concerned the need to broaden the curriculum so as to 
include more home economics related content and twice as many comments were 
voiced as pleas for help with the development of curriculum materials. 
Five of the replies related to facilities and equipment; most fre­
quently the teachers were concerned with the need for more space. In addi­
tion, teachers declared that more adaptive equipment of both portable and 
fixed types was necessary. 
Six replies concerned scheduling or grouping of students in home eco­
nomics. Two teachers suggested that flexible modular scheduling would per­
mit more students to take home economics; another teacher wanted more peri­
ods per week for home economics, and still another teacher indicated she 
would prefer her students to be grouped by capability rather than by age. 
Two teachers indicated they would like to have students begin home econom­
ics at a younger age. Assistance with classes was a concern discussed by 
five teachers. Two of these needed help from paraprofessional or teacher 
aides, and one suggested more help be given by special education consul­
tants or supervisors. 
Two teachers were concerned about professional preparation and sug­
gested they would like to receive more help with professional self-improve­
ment through in-service education programs. 
Student evaluation was of major concern to one of the teachers, and 
another wished to see more individualized instruction based on student 
potential. 
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The program areas in which teachers indicated there was a need for 
improvement related to curriculum, facilities and equipment, scheduling and 
grouping of students, assistance from aides, supervisors and in-service 
programs, student evaluation, and individualization based on student poten­
tial. Of particular concern were curriculum development activities and the 
lack of curricular materials. 
Teachers' Professional Backgrounds 
Data concerning the teacher's college degree and area of specializa­
tion, year first degree was granted, and teaching experience will be 
reported in this section. 
Teaching experience 
The range of teaching experience within the sample was from 1 to 35 
years. The majority of the teachers had 1 to 10 years of teaching expe­
rience as nine of them had one to five years of experience and six had 6 
to 10 years of experience. The length of teaching experience for five of 
the sample was 11-15 years. An additional five had over 15 years of expe­
rience; of these one had 16-20, two had 21-25, and the remaining two had 
26-35 years teaching experience. 
The range of teaching experience with physically handicapped students 
was not as great when compared to all teaching experience in that it 
ranged from 1 to 15 years. The majority of the teachers (N=13) had 1 to 5 
years of teaching experience with handicapped students. The remaining 
teachers were equally divided with six having 6 to 10 years of experience 
and six having 11 to 15 years of teaching experience. Of the 25 teachers 
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who responded all had had at least one year of teaching experience with 
physically handicapped students. 
Year first degree was granted 
While age was not a factor requested on the data form, the year that 
first college or university degree had been granted was asked. As shown in 
Table 3, decades of the twenties through the seventies were represented by 
years in which first degrees were awarded. One teacher had received her 
degree in the 1920's, three teachers received their degrees in the 1930*s, 
five were awarded their first degree in the 1940's, five received their 
first degree in the 1950's, while five earned their degrees in the I960's, 
and seven graduated with their first degree In the 1970's. The sample, 
therefore, presented a wide age range using the first degree granting year 
as the determinant. 
Table 3. Decade first degree was granted 
Decade N 
1920's 1 
1930's 3 
1940's 5 
1950's 4 
1960's 5 
1970's 7 
Total 25 
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College degree and area of specialization 
Of the 25 teachers responding to the items concerning college degree 
and areas of specialization, 12 had degrees in home economics education. 
As seen in Table 4, 5 of these 12 held a bachelor's degree, 6 indicated 
they had taken additional credit hours beyond the bachelor's, and 1 had 
earned a master's degree. 
Three teachers held degrees in home economics areas other than educa­
tion. Those home economics fields represented were child development, 
equipment, and general home economics. One of these teachers held a mas­
ter's degree, another held a bachelor's degree and had earned additional 
credits, and the other teacher had earned a bachelor's degree. 
Areas of specialization in home economics plus an additional area were 
indicated by five teachers. One teacher, who held a bachelor's degree and 
had also taken additional course work, indicated a double major in the 
fields of home economics and mathematics. Four teachers reported speciali­
zations in the areas of home economics and special education- Of these 
four, all had additional work beyond the bachelor's degree with one holding 
a master's degree and another a master's degree with a substantial number 
of additional credits earned toward a doctor of philosophy degree. 
Two teachers reported that their degrees had been granted in the field 
of special education. Both of these teachers held a bachelor's degree, and 
one had taken additional college course work in special education. One 
teacher had received her degree in the area of social work and had taken 
additional course work in this field beyond the bachelor's degree. 
Two of the teachers who were working with physically handicapped stu­
dents and teaching home economics were occupational therapists. One had 
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Table 4. Area of specialization and level of education 
Level of education 
Area of specialization B.S. B.S.+ M.S. M.S.+ Total 
Home economics education 5 6 1 12 
General home economics 1 1 
Home economics-equipment 1 1 
Child development 1 1 
Home economics and math 1 1 
Home economics and special education 2 1 1 4 
Other areas, including special educa­
tion, occupational therapy, and 
social work 1 3 1 5 
Total 7 13 4 1 25 
earned a master's degree in occupational therapy, and the other, who had 
taken additional course work beyond the bachelor's degree, also indicated 
an area of specialization in the field of special education. 
All participants in the study had earned a college degree with the 
majority having work beyond the bachelor's degree and five of these holding 
a master's degree. Only 5 of the 25 had not had any home economics in 
their college program, and 20 listed home economics as an area of speciali­
zation. 
Teachers' Current Assignment 
The teachers who completed the General and Professional Data Form gave 
responses relating to the title of their position, type of employment, 
their teaching assignment, the length of class periods, and the enrollment 
in their classes for physically handicapped students. In addition, the 
teachers ranked the handicapped conditions occurring among students in 
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their classes. During each teacher's interview, the professional back­
ground required for the teaching position held was discussed. Collectively 
this information described the teachers' current teaching assignments. 
Title of position 
Eleven different titles were given in response to the item asking for 
"title of position" on the General and Professional Data Form. As shown in 
Table 5, most of the titles held by teachers clearly indicated that they 
taught home economics. Among those most frequently recorded were "home 
economics teacher," and "homemaking teacher;" one teacher was designated as 
a "home arts teacher." Two teachers held the title of "coordinator;" one a 
"food skills coordinator" and the other a "sewing skills coordinator." 
Seven teachers held titles which designated the type of students they 
served. Four of these were "home economics teachers of special education 
students," and two others were "home economics teachers for multiply handi­
capped students." One teacher had the title of "foods teacher," and 
another held the title of "staff home economist." 
Five of the teachers who taught home economics related content had 
titles that were not home economics oriented. Two of these teachers had 
the title of "special education teacher," another two held the title of 
"occupational therapist," and the remaining one was "teacher of orthope-
dically handicapped students." 
Whereas the titles held by the teachers in the sample varied, 21 
teachers held titles that clearly indicated they taught home economics sub­
ject matter. 
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Table 5. Titles of teaching positions 
Title N 
Homemaking teacher or home economics teacher 10 
Home economics teachers for special education students 4 
Home economics teacher for multiply handicapped 2 
Special education teacher 2 
Occupational therapist 2 
Home arts teacher 
Home economics 
Foods teacher 
Foods coordinator 
Sewing coordinator 
Teacher of orthopedically handicapped 1 
Total 26 
Employment patterns 
By far the majority of teachers were hired for either a nine- or ten-
month contract year. Eleven teachers reported they held a ten-month con­
tract while ten teachers indicated they were hired for a nine-month period. 
Four of the 26 teachers had 12-month teaching contracts. 
Eighteen of the teachers were employed in full-time positions in their 
schools whereas eight teachers were part-time employees. However, two of 
the part-time teachers also served in other schools on a part-time basis, 
thus they were pursuing full-time professional careers. 
Teaching assignment 
The number of home economics classes that a teacher taught per day 
ranged from one to six. The majority of teachers taught either three (N=6) 
or four (N=10) classes per day. Three teachers reported teaching two 
classes daily, and another three reported teaching five classes per day. 
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Only one teacher was responsible for six classes in one day. Three teach­
ers taught only one home economics class per day, and in each case, these 
teachers taught a special education self-contained classroom and included 
home economics as a regular course in their program. 
The majority of the 26 teachers (N=16) had one or two different class 
preparations per day. Of these 16 teachers, seven indicated they had only 
one class preparation, and nine reported having two class preparations as 
indicated in Table 6. In addition, six teachers reported having three prep­
arations per day while two teachers were required to plan for four differ­
ent classes. One teacher reported that she planned for five different 
classes per day, and still another noted she was responsible for six dif­
ferent home economics classes each day. One might expect that the part-
time teachers would have the least number of preparations per day, however, 
the part-time teachers were responsible for from one to four preparations. 
Three of the eight part-time teachers had one preparation, two had two 
preparations, two had three class preparations, and one teacher planned for 
four different classes. 
Length of class period 
The length of time spent by a student in the home economics classrooms 
during one day ranged from 30 minutes to 150 minutes (see Table 7). One 
teacher in a self-contained classroom reported spending 150 minutes per day 
on home economics related concepts. Nine teachers indicated the length of 
period as being 45 minutes. The time periods reported from among the 
remaining 15 teachers were equally divided as three teachers reported 
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Table 6. Number of different class preparations per day assigned to part-
time and full-time teachers 
Number of different 
preparations per day N Teachers 
1 7 
F=4 
2 9 P=2 
F=7 
3 6 P=2 
F=4 
4 2 P=1 
F=1 
5 1 F=1 
6 1 F=1 
Total 26 26 
^Part-time. 
^Full-time. 
Table 7. Length of class periods 
Length of period in minutes N 
30 3 
40 3 
45 9 
50 3 
60 3 
75 3 
150 1 
Total 25 
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period durations at each of the following time intervals: 30 minutes, 
40 minutes, 30 minutes, 60 minutes, and 75 minutes. 
Enrollment 
Most of the home economics teachers (N=15) met with 30 or fewer stu­
dents per day. More specifically, three of the teachers met with 1 to 10 
students, nine teachers met with 11 to 20 students, and three teachers met 
with 21 to 30 students. Three teachers reported meeting with 31 to 40 stu­
dents, and another three teachers met with 41 to 50 students per day. Five 
teachers indicated they met with over 60 students per day. One of these 
five indicated she met with 61 to 70 students, two teachers met with 71 to 
80 students, one teacher met with 81 to 90 students, and another teacher 
met with 91 to 100 students per day. 
Because student schedules were diverse in terms of how many days per 
week they attended home economics classes, it is relevant to report how 
many students the home economics teachers met weekly. Twenty-one teachers 
met with 250 or fewer students per week with 13 of them meeting 100 or 
fewer students per week. Five teachers reported meeting with 300 to 450 
students per week. The majority of teachers met fewer than 30 students per 
day and 150 students per week. 
Seventeen teachers reported that the home economics classes they 
taught were open to both boys and girls, and in fact both boys and girls 
were enrolled in most of the classes. Only one teacher reported a class 
that was open only to boys, conversely, four teachers indicated they had 
classes that were open only to girls. 
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Most of the elementary schools (N-9) began home economics at third or 
fourth grade. Those schools which had grade levels above fourth grade only 
(N=6) had some type of home economics offering at each grade level. 
Handicapping condition occurring among home economics students 
The teachers were asked to rank the handicapping conditions in order 
of frequency with which they occurred among their students. As shown in 
Table 8, cerebral palsy was the most prevalent handicapping condition with 
mental retardation next. Speech defects ranked third and hearing defects 
fourth. Epilepsy placed fifth in the rankings. Crippling due to bone dis­
orders ranked sixth, and crippling due to post-trauma was ranked seventh. 
Muscular dystrophy ranked eighth. Teachers ranked spine bifida ninth and 
osteomyelitis tenth. Poliomyelitis was placed twelfth in the ranking. 
Blindness ranked in eleventh place. Other conditions which were ranked by 
only one teacher were scoliosis, achondroplasia, sickle cell anemia, and 
arthrogryposis. 
Professional background necessary for current position 
During the interview, teachers discussed the professional background 
or credentials which were required to hold their current teaching position. 
Their responses could be classified into seven categories as shown in 
Table 9. The greatest number of teachers (N=8) indicated that certifica­
tion in home economics plus additional course work in the study of excep­
tional children was required to teach home economics in their schools while 
an equal number (N=7) said certification in home economics was the only 
requirement. One teacher said she was required to have either an elemen­
tary or special education certificate, and four teachers were required to 
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Table 8. Handicapping conditions of students enrolled in home economics in 
rank order of occurrence 
Handicapping conditions Rank order 
Cerebral palsy 1 
Mental retardation 2 
Speech defects 3 
Hearing defects 4 
Epilepsy 5 
Crippling due to bone disorders 6 
Crippling due to post-trauma 7 
Muscular dystrophy 8 
Spina bifida 9 
Osteomyelitis 10 
Blindness 11 
Poliomyelitis 12 
Table 9. Area of certification required for teaching position 
Area of certification N 
Home economics plus courses in special education 8 
Home economics 7 
Special education 4 
Home economics plus special education 3 
Special education or home economics plus course work in special 
education 2 
Special educatior or elementary education 1 
Occupational therapy 1 
Total 26 
have a special education certificate. All five of these teachers indicated 
that course work in home economics was not a requirement. Three teachers 
said they were required to have certification in both home economics and 
special education while two teachers indicated their assignment required 
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certification in one of these areas but some course work in special educa­
tion was expected. One teacher indicated that her assignment required a 
degree in occupational therapy. 
Eighteen of the teachers, then, indicated that certification in home 
economics was at least a partial requirement for their current teaching 
assignment. Seventeen teachers reported that special education was a 
requirement for their position although some (N=10) needed only courses 
whereas others (N=7) needed certification in that field. 
Instructional Aspects 
The teachers' interviews and investigator's observations yielded data 
that provided insight into the teaching of home economics to physically 
handicapped students. Specific questions relating to major needs of handi­
capped students, needs met by home economics, differences in teaching hand­
icapped and nonhandicapped, handicapping condition creating greatest chal­
lenge to the teacher, teaching techniques found most effective, and the 
home economics teacher as a team member were included. Responses to these 
questions as well as observation data are reported in this section. 
Major needs of handicapped students 
When asked to identify the major needs of physically handicapped stu­
dents, the teachers responded in terms of five areas. 
Socialization was referred to by more than half of the teachers as a 
major need of handicapped students. The most frequent specific response in 
this category was the need for handicapped students to be accepted by non-
handicapped persons and treated as a person rather than as a "handicapped" 
individual. Several teachers mentioned the need for their students to 
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develop socially acceptable behavior in order to accelerate the socializa­
tion process. 
Many of the teachers said the development of a more positive self-con-
cept would be considered as a major need. Several teachers commented on 
the need for students to improve their self-image. Also mentioned was the 
need for handicapped students to accept themselves while being positively 
oriented. 
The student's need for independence and self-sufficiency was reported 
by seven of the teachers. Paralleling this area was the need for the 
development of skills, basic living skills as well as pre-occupational and 
vocational skills. 
Several teachers pointed out that many handicapped students had been 
so protected and sheltered that they needed "experiences in life." Some 
examples furnished by teachers to establish this fact were: the fifth 
grade class where no one had ever been to a grocery store, teen-age girls 
many of whom had never selected their own clothing, those students who had 
never prepared any food or used kitchen equipment such as small electrical 
appliances or a range, and those students who had had no experience in car 
ing for or even playing with babies and small children. 
The teachers in this sasple identified the major needs of physically 
handicapped students as existing in the areas of; 1) socialization; 
2) development of a positive self-concept; 3) self-sufficiency; 4) acquir­
ing basic living, pre-occupational, and vocational skills; and 5) experi­
encing common daily activities. 
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Needs of handicapped students that can be met through home economics 
In response to the question "what needs of physically handicapped stu­
dents can best be met through home economics programs?," most teachers 
initially generalized that nearly all of the five previously noted needs 
could be, at the least, partially fulfilled through the study of home eco­
nomics. More specifically they pointed out that the need to acquire basic 
living skills was most appropriately met through the study of foods, cloth­
ing, family relationships and personal and child development, home manage­
ment and economics, and housing and home furnishings. 
The teachers felt that the need for socialization could certainly be 
helped toward fulfillment by the many group experiences offered in the home 
economics program. Because home economics programs provide "success" 
opportunities, because they provide an opportunity for students to try new 
projects, and because of specific subject matter devoted to personal devel­
opment , it was felt that the need to develop a more positive self-concept 
was particularly well met in home economics programs. 
In home economics classrooms, many physically handicapped students 
were observed being guided toward independent living. Activities were 
planned that enabled students to make decisions on their own, to plan their 
activities, and to implement these plans. Accordingly teachers felt that 
home economics was an excellent program through which to promote indepen­
dence. Several teachers reported that through home economics students 
learned pre-occupational and vocational skills that could lead to employ­
ment thus meeting the need of acquiring these skills. 
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Differences in teaching physically handicapped students as compared to 
teaching nonhandicapped students 
When the teachers were asked if they had found any differences in 
teaching handicapped students as compared to teaching nonhandicapped stu­
dents, three teachers reported there were no differences at all. One 
teacher commented that, "they are all students who are the same ages going 
through the same stages." However, other teachers did point out dissimi­
larities. The most frequently mentioned difference was that of discipline. 
Seven teachers indicated that while they had had to confront discipline 
problems with nonhandicapped students, they had had no discipline or only 
minor discipline problems with the handicapped students. Closely related 
to this response was the fact that several teachers (N=5) noted that non­
handicapped students were at times apathetic toward school work whereas by 
comparison physically handicapped students were found to be highly moti­
vated. 
The change in curriculum that was necessary to effectively teach hand­
icapped students was commented on by six teachers who reported that regular 
curricular materials were not suitable for their students. In particular, 
they indicated that objectives had to be modified, tasks and activities 
simplified, and that the sequencing of instruction needed particular atten­
tion. Paralleling this, the same number of teachers noted the difference 
of "timing" in teaching handicapped students. These teachers pointed out 
that if students are to be encouraged to become independent, they need to 
practice activities on their own, and for handicapped children most tasks 
require additional time. For example, the investigator observed a small 
boy with cerebral palsy accomplish the task of turning on an oven and set­
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ting the temperature control, an activity which took twenty minutes of 
class time. 
Several teachers (N=6) pointed out that while individualizing instruc­
tion is beneficial to the nonhandicapped students, it is essential in the 
teaching of the physically handicapped. Designing daily activities which 
are appropriate for each student is a challenging task for the teacher. On 
the other hand, one teacher commented that with nonhandicapped students, 
teachers tend to emphasize the uniqueness of the individual, but with hand­
icapped students, whose handicap sets them apart and often makes them feel 
different, a teacher attempts to stress the similarities of individuals. 
Two teachers declined to respond to the question posed as they did not 
feel they had had sufficient experience in teaching nonhandicapped students 
on which to base a response. Insofar as the other teachers were concerned, 
several stated there were no differences in teaching handicapped students 
as compared with nonhandicapped groups. However, most teachers disagreed 
with that position and discussed differences related to a) discipline, 
b) motivation, c) curriculum, d) timing, and e) individualization. 
Handicapping condition that presented greatest challenge in teaching home 
economics 
During the interview, teachers were asked to specify the handicapping 
condition which presented the greatest challenge in teaching home econom­
ics. The pattern of responses tended to group themselves into the naming 
of a specific handicapping condition or the general characteristic that may 
appear in several handicapping conditions. The responses are shown in 
Table 10. 
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Table 10. Handicapping conditions presenting greatest challenge 
Handicapping condition N 
Cerebral palsy 7 
Little or no use of hands 6 
Brain damage 3 
Emotional problem 3 
Mental retardation 2 
Lack of communication skills 2 
Blindness 1 
Orthopedic handicaps 1 
Total paralysis 1 
Total 26 
Of those teachers who mentioned specific conditions, seven teachers 
responded that students with cerebral palsy were a particular challenge if 
they were severely affected. Three teachers said brain damaged students or 
those with hyperactivity created special problems in the teaching of home 
economics. Two teachers mentioned mental retardation as creating the 
greatest challenge to them, and one teacher said blindness was the greatest 
challenge to her. Six teachers said that any condition that resulted in 
little or no use of the hands was particularly difficult to handle in home 
economics since the program was activity oriented. The lack of communica­
tion skills presented the greatest problems in the classroom for two teach­
ers. One teacher said any orthopedic handicap was challenging as the 
effects are so diverse among individuals. Another teacher stated that 
teaching a student with total paralysis or no mobility created many prob­
lems but that generally this type of student was often scheduled into home 
economics for stimulation purposes rather than to acquire knowledge or 
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skills. Three teachers felt emotional problems, rebellious attitude, lack 
of motivation, or lack of parental support were the most difficult of all 
conditions with which they had to cope. 
It appears that any condition which causes severe motor impairment 
presented the greatest challenge to the majority of the home economics 
teachers. 
Teaching techniques found most effective 
Of the 26 teachers who responded to the interview question concerning 
teaching techniques they found most useful, over half (N=14) listed demon­
strations. Several teachers elaborated to say that students needed step-
by-step demonstrations or that demonstrations are even more effective when 
presented to students on an individual basis. 
The next most frequent comment (N=13) consisted of a more general 
statement in which teachers said that anything that can be individualized 
is an effective technique. They cited examples such as tutoring, peer 
tutoring, learning packages, and precision teaching. 
Many teachers (N=ll) responded that those techniques which stimulated 
active student involvement were most effective. Noted as particularly 
appropriate were those techniques that permit students to apply knowledge 
or practice skills. Among specific suggestions made were laboratory expe­
riences, role playing, problem solving, and precision teaching. 
Several teachers (N=4) mentioned that the use of a variety of tech­
niques was most effective. One teacher commented that a teacher needs to 
try all techniques with physically handicapped students in order to deter­
mine which will be most effective for an individual student; she felt her 
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group was so diverse that she had to select techniques most appropriate for 
each student. 
Other specific suggestions teachers had for effective teaching tech­
niques were questioning, using students' suggestions on how to solve prob­
lems, and working closely with parents. Also mentioned were techniques 
which involved the use of visual materials, providing opportunities for 
manipulative activities, incorporating a great deal of repetition, and 
breaking down activities into short, sequential steps. 
Teachers provided many varied suggestions in regard to effective 
teaching techniques. Among the most frequently mentioned were demonstra­
tions, individualized teaching techniques, and those techniques designed to 
stimulate student involvement. 
Home economics teacher as £ team member 
When questioned about their participation as a team member in the 
school, four teachers said they did not work closely with others. The 
majority of teachers, however, stated that their school expected them to 
serve as an active team member and that they did function in this manner. 
Eleven teachers indicated they worked cooperatively with medical per­
sonnel including occupational and physical therapists, doctors, and nurses. 
Hiey indicated this was done through conferences and sharing of records. 
The teachers also worked with speech and hearing therapists and with social 
workers. Four teachers indicated they worked with other teachers in the 
building and with the special education coordinator. 
Two teachers noted the important role that paraprofessionals played as 
team members and said they worked closely with them. For example, in many 
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schools teachers' aides were employed as well as attendents to assist the 
students. Almost all teachers mentioned the advantage to the student when 
the teachers would work with the students' parents and families. 
Providing effective educational services for physically handicapped 
students, then, appears to require a team effort. In most instances, it 
was found that home economics teachers worked cooperatively with a number 
of other persons to satisfy the educational needs of their students. 
Teachers' Characteristics 
Data collected through the use of formal instruments and observation 
forms described selected characteristics of teachers in the study. The 
Analysis of Teaching Instrument (Clawson, 1973), which was completed fol­
lowing observation of classes determined teaching behaviors exhibited. 
The teachers' responses to the Knowledge of Handicapping Conditions Inven­
tory measured their general knowledge of handicapping conditions. The 
Ambiguity Tolerance Scale (MacDonald, 1970) measured the respondent's tol­
erance of ambiguous situations. The teachers' attitudes toward handicapped 
individuals were assessed through the use of the Attitude toward Disabled 
Persons Scale (Yukor, Block, and Campbell, 1960). Also, the teachers 
responded to the Degree of Contact Index (Higgs, 1971) which determined the 
level of contact they had had with disabled persons. 
The data from these instruments are reported in this section. 
Teaching behaviors 
The investigator observed two classes for 23 of the teachers who par­
ticipated in the study and completed the Analysis of Teaching Instrument 
(Clawson, 1973) for each class. In most cases, the two classes visited 
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were two different lessons presented to the same students on two consecu­
tive days. When class scheduling prohibited this, two different lessons 
were observed that were presented to two different groups of students. 
Using the 1 to 99 scale, the raw scores on the instruments ranged from 
5 to 98. The raw scores were transformed to normal deviates for the remain­
ing calculations. 
The mean standard scores on each item of the Analysis of Teaching 
Instrument provide insight into the teaching behaviors exhibited by the 
home economics teachers of physically handicapped students. As indicated 
in Table 11, items six and seven received the lowest mean scores. These 
items related to helping students develop and state generalizations. 
The item receiving the highest mean score assessed involvement of 
pupils in the learning process. Other items receiving relatively high mean 
scores were related to exhibiting concern for pupils and their learning, 
expressing concepts accurately, providing a combination of activities to 
lead to the attainment of objectives, and selection of appropriate concepts 
to be taught. 
A one-way analysis of variance which was computed to determine if 
there were differences between the teaching behaviors exhibited in the 
first and second observation yielded no significant differences on any 
item^ on the scale (see Table 11). This suggests that the difference in 
Item ten was not included in the one-way analysis of variance as 
90 percent of the forms were marked "50" which indicated that there was 
little variance between teachers and, therefore, the variance could not be 
partitioned. 
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Table 11. Mean scores of item ratings from observation of class sessions 
and F ratios between first and second observations 
Item Mean ratings F ratio 
1. Indicated purposes of class within the 
introductory statements. 57.0 .033 
2. Related major parts of the lesson to each 
other either by statement or flow of plan. 76.3 .001 
3. Provided a combination of activities likely 
to lead to attainment of objectives. 124.2 .739 
4. Selected concepts appropriate for home eco­
nomics instruction. 120.0 .169 
5. Expressed concepts accurately. 127.2 .444 
6. Developed generalizations including their 
being stated. 9.6 .916 
7. Guided pupils to state generalizations or 
conclusions. -14.44. .357 
8. Asked questions which contributed to the 
achievement of objectives by the pupils. 49.33 .063 
9. Clarified statements when questioned on a 
specific point or rephrased content. 90.70 .984 
10. Admitted lack of knowledge on a point she 
did not know. — ^  
11. Involved the pupils in the learning process. 140.54 1.337 
12. Exhibited concern for pupils and their 
learning. 129.33 .575 
13. Used opportunities for teaching which arose 
unexpectedly. 84.67 1.184 
14. Provided opportunities for open-ended 
inquiry. 79.07 .242 
15. Showed consistency between lesson plans and 
class sessions. 51.96 .043 
^Item ten was omitted from analysis. 
time of day, day of the week, students, or subject matter being taught did 
not seemingly affect the teaching behaviors exhibited. 
Knowledge of handicapping conditions 
The Knowledge of Handicapping Conditions Inventory (the revised edi­
tion of Earing's General Information Inventory) was completed by 24 of the 
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26 teachers. The scores ranged from 25 to 52 out of a possible 66. The 
mean score was 40.35 and the median score was 42. Reliability was esti­
mated at .80 using the Kuder-Richardson 20 formula. While one teacher 
scored 52 on this instrument, the majority (N=14) scored between 40 and 49. 
Three teachers scored between 35 and 39, two others scored between 30 and 
34, and the remaining three scored in a range from 25 to 29. (Appendix G). 
Ambiguity tolerance scale 
The Revised Ambiguity Tolerance Scale (AT-20) (MacDonald, 1970) was 
completed by all 26 teachers in this study. Possible scores range from 0 
to +20 with a high score indicating a greater degree of tolerance from 
ambiguous situations. 
Scores for the 26 teachers ranged from +2 to +16 with a mean score of 
11.38. Over half of the teachers scored above the mean as four scored 15 
or 16, seven scored 13 or 14, and five others scored 11 or 12 (Appendix G). 
Attitudes toward disabled persons 
Twenty-six teachers responded to the instrument "Attitudes toward Dis­
abled Persons" (Yukor, Block, and Campbell, 1960). The possible range of 
scores on the instruments was -20 to +50 with higher scores indicating more 
positive attitudes toward disabled persons= 
Scores ranged from +4 to +34, the mean being 14.92, almost midpoint 
(15). Three teachers scored above +20 on this instrument, ten teachers 
scored between 16 and 20, and six others scored in each of the intervals of 
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11-15 and 6-10. One teachers scored below five, but no teacher received a 
negative score (Appendix G). 
Degree of contact with disabled persons 
All 26 teachers who participated in this study responded to the Degree 
of Contact Index (Higgs, 1971) v^ich measured the respondent's degree of 
contact with disabled persons outside of her present teaching position. 
The scoring of this instrument enabled the respondent to be classified as 
having: a) virtually no contact with physically handicapped persons; 
b) contact with physically handicapped persons on a surface level; and 
c) contact with physically handicapped persons which involved personal 
interaction. 
Three of the teachers scored between 1.00 and 1.55, therefore, they 
were classified as having had virtually no contact with physically handi­
capped persons outside of their current teaching position. Only three 
teachers could be categorized as having contact with physically handicapped 
persons which involved personal interaction aside from contacts with their 
students as they scored from 2.56 to 3.00. The majority of teachers (N=20) 
scored between 1.56-2.55 and, therefore, would be classified as having sur­
face level contact with physically handicapped individuals (Appendix G). 
A look at specific items identifies the associations the teachers had 
had with physically handicapped persons outside the teaching situation. 
Eight teachers responded to item 1 which stated "at least one member of my 
family has a physical disability which other people know about." Nine of 
the teachers indicated they had a close friend who was disabled in some 
way. Nineteen teachers reported that they had helped a physically handi­
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capped person in some way on more than one occasion, and 12 teachers 
indicated they had had classmates who were physically disabled. All of 
these items were rated +3, indicating contact at the interactive level. 
Therefore, most teachers had had some interaction with physically disabled 
persons outside of their teaching position even though they had not had 
enough experience to score higher on the Degree of Contact Index. 
Relationship of Professional Backgrounds, Current 
Assignments, and Teachers' Characteristics 
Three correlation matrices were computed to determine if significant 
relationships existed between selected variables. 
The first correlation related 11 variables which were derived from 
six data sources. These 11 variables consisted of: scores on the 
I) Ambiguity Tolerance Scale, 2) Knowledge of Handicapping Conditions 
Inventory, 3) Attitude toward Disabled Persons Scale, and 4) Degree of Con­
tact Index; selected professional background data which included 5) years 
o£ teaching experience, 6) years of teaching handicapped, and 7) college 
degree; and information concerning the current teaching assignment, 
8) number of students the teacher met per day, 9) number of students the 
teacher met per week, 10) number of classes the teacher met per day, and 
II) the number of classes the teacher met per week. 
Another matrix related each of the 11 variables listed above with 
each item on the Analysis of Teaching Instrument. 
The last matrix related three clusters of items from the Analysis of 
Teaching Instrument to the total score on this instrument and to the other 
11 variables listed above. 
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While the findings for each of these computations are reported here, 
they must be interpreted with caution due to the small sample size. 
Relationship of scores 
The Pearson Product Moment Correlation formula was used to compute the 
relationship between the scores on the attitude scale, knowledge test, con­
tact index, and ambiguity tolerance scale; selected professional background 
information consisting of years of teaching, years of teaching handicapped, 
and college degree; and information concerning the current teaching assign­
ment, consisting of number of students and classes the teacher met per day 
and per week. Although several significant relationships between the vari­
ables were suggested by the analysis, they must be regarded as tentative in 
nature due to the small sample size. 
As indicated in Table 12, there were significant positive correlations 
between college degree and knowledge of handicapping conditions; between 
years of teaching and score on the Attitude toward Disabled Persons Scale; 
and between Degree of Contact Scale and the number of students the teacher 
met per week. There was a significant negative correlation between years 
of teaching and the score on the Ambiguity Tolerance Scale. 
Correlation of items on analysis of teaching instrument and other vari­
ables 
Each item of the Analysis of Teaching Instrument was correlated with 
the scores on the other instruments and the variables used in the preceding 
correlation relating to professional background and current teaching 
assignment. 
Table 12. Intercorrelati.on of scores on imitruments and certain professional background and current 
assignment data 
Variables 
Variables 1 2 3 4 5 6 7 8 9 10 11 
1. 1.0 
2. .79** 1.0 
3. .01 .24 1.0 
4. -.32 .00 .43* 1.0 
5. .46* .32 .03 -.12 1.0 
6. -.43* .31 .18 .30 -.22 1.0 
7. .25 .11 .00 .10 .29 -.27 1.0 
8. .20 .33 .05 .01 .14 -.14 -.18 1.0 
9. .31 .18 .30 -.18 .04 -.15 .41* -.01 1.0 
10. .11 .27 -.14 .03 -.19 -.06 -.17 .68** -.13 1.0 
11. .13 .28 -. 16 -.05 -.22 -.14 -.27 .62** -.16 .98# 1.0 
^Variables: 1. Years of teaching 
2. Years of teaching handicapped pupils 
3. College degree 
4. Knowledge of handicapping conditions 
5. Attitudes toward disabled persons 
6. Ambiguity tolerance 
7. Contact index 
8. Number classes per week 
9. Number classes per day 
10. Number students per week 
11. Number students per day. 
*p<.05 = ,37. 
**p<^. 01 — .47. 
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As indicated in Table 13, no significant relationships were found 
between the scores on the instruments, the other variables relating to pro­
fessional background and current assignment, and items 1, 6, 7, 11, and 15. 
Respectively, these items related to statement of purpose of the class, 
developing and stating generalizations, involving students in the learning 
process, and consistency between written plans and the class sessions. 
The years of teaching handicapped students were significantly nega­
tively correlated with five items on this instrument. They were item 2 
(relating major parts of the lesson); item 9 (clarified statements); 
item 12 (exhibited concern for pupils and their learning); item 13 (used 
unexpected teaching opportunities); and item 14 (provided opportunities for 
open-ended inquiry on the part of the pupils). 
College degree was negatively correlated with five items also. These 
were items 2, 3, 4, 5, and 13 which respectively concerned relating major 
parts of the lesson, providing a combination of activities likely to lead 
to attainment of objectives, selecting appropriate concepts, expressing 
concepts accurately, and using opportunities for teaching which arose unex­
pectedly. 
Items relating to asking questions which contributed to achievement of 
objectives (item S) and clarifying statements or rephrasing content (item 
9) were significantly negatively correlated with the number of students the 
teacher met per week. A significant negative relationship existed between 
the number of classes met per day and item 13 which pertained to providing 
opportunities for open-ended inquiry. The number of classes the teacher 
met per week was significantly negatively correlated with the item concern-
Table 13. Correlation of each item score on Analysis of Teaching Instru­
ments and scores on other instruments, professional background 
data, and current assignment data 
Items on analysis of teaching behaviors instrument 
Variables^ 1 2 3 4 5 6 7 
1. -.34 -.32 -.18 -.29 -.20 -.27 -.21 
2. -.32 -.48* -.22 -.27 -.29 -.18 -.15 
3. -.37 -.50* -.54** -.45* -.45* -.22 -.29 
4. -.16 -.19 -.08 -.16 -.10 .01 -.16 
5. -.37 -.16 .07 -.08 .14 -.12 .01 
6. -.01 -.20 -.37 -.22 -.24 -.11 -.04 
7. -.40 -.04 .01 -.09 -.09 -.13 -.29 
8. -.04 -.35 -.03 -.31 -.02 -.14 .01 
9. -.13 -.13 -.13 -.26 -.21 -.19 -.14 
10. .02 -.40 -.07 -.21 -.14 -.29 -.20 
11 .11 -.30 -.07 -.14 -.09 -.22 -.15 
Variables: 1. Years of teaching 
2. Years of teaching handicapped pupils 
3. College degree 
4. Knowledge of handicapping conditions 
5. Attitudes toward disabled persons 
6. Ambiguity tolerance 
7. Contact index 
8. Number classes per week 
9. Number classes per day 
10. Number students per week 
11. Number students per day. 
*p<;.05 = .41. 
**(^.01 — .52. 
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Items on analysis of teaching behaviors instrument 
8 9 10 11 12 13 14 15 
-.31 -.23 .02 -.18 1 w
 
o
 
-.17 -.38 -.16 
-.37 -.44* -.12 -.28 -.44* -.44* -.52** .08 
-.26 -.32 .00 -.37 -.34 -.48* -.35 -.22 
-.23 -.23 .07 .11 .04 -.28 .08 .25 
-.11 .06 -.13 .22 .17 .03 .07 .06 
.12 -.13 -.07 -.09 .01 .17 .04 -.34 
-.40 -.30 .00 .02 -.04 -.46* -.38 .15 
-.24 -.10 -.47* -.12 -.07 -.05 -.11 .05 
-.20 -.21 .05 -.10 -.10 -.19 -.46* -.07 
-.43* -.43* -.25 -.37 -.37 -.30 -.40 .10 
-.34 -.33 -.15 -.38 -.38 -.24 -.34 .11 
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ing admitting lack of knowledge on a point the teacher did not know (item 
10). 
Of the 15 items on the Analysis of Teaching Instrument, 10 were found 
to be negatively correlated with at least one of the other variables. 
Correlation of clusters. total score, and other variables 
Another correlation was computed to determine if relationships existed 
between items on the Analysis of Teaching Instrument (Clawson, 1973). An 
analysis of the correlation matrix revealed three clusters of items which 
were highly intercorrelated, and these were treated as three variables on a 
subsequent correlation with scores on the various instruments and selected 
data concerning the professional background and current teaching assign­
ment. The items included in each of the clusters were: 
Cluster I: 
Item 3: Provided a combination of activities likely to lead to 
attainment of objectives. 
Item 4; Selected concepts appropriate to home economics. 
Item 11: Involved pupils in the learning process. 
Cluster II; 
Item 2: Related major parts of the lesson to each other either 
through statement or flow of plan. 
Item 5; Expressed concepts accurately. 
Item 8: Asked questions which contributed to the achievement of 
objectives by the pupils. 
Item 9: Clarified statements when questioned on a specific point 
or rephrased content. 
Item 13: Used opportunities for teaching which arose unexpectedly. 
Item 14: Provided opportunities for open-ended inquiry on the part 
of the pupils. 
Cluster III: 
Item 6: Developed generalizations including their being stated. 
Item 7: Guided pupils to state generalization or conclusions. 
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Since relatively high correlations existed among all of the items on 
the instrument, the total score was also treated as an additional variable. 
When these three clusters plus the total score were correlated with 
the scores on the various instruments and selected data concerning profes­
sional background and current teaching assignment, six significant relation­
ships resulted. As reported in Table 14, the total score on the Analysis 
of Teaching Instrument was significantly negatively correlated with both 
college degree and years of teaching handicapped pupils. There were also 
significant negative relationships found between college degree and both 
Clusters I and II. Years of teaching handicapped were significantly nega­
tively correlated with Cluster I. Cluster I also was negatively correlated 
with the number of students the teacher met per week. 
No significant relationships were found between Cluster III and the 
other variables. While six negative relationships existed in this computa­
tion, they, too, must be regarded as tenuous due to the small sample size. 
Recommended Teacher Education Program Components 
The interviews conducted with both teachers and principals included 
open-ended questions concerning teacher education programs for home econom­
ics teachers of physically handicapped students. The questions posed dealt 
with suggested academic courses and experiences, teaching competencies, and 
personal qualities. 
Teachers' recommendations for teacher education programs 
The teachers were asked to reflect upon their professional training 
and their teaching situation and to make suggestions for developing a 
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Table 14. Correlation of Clusters I, II, III and total score on Analysis 
of Teaching Instrument and scores on other instruments, profes­
sional background, and current assignment data 
Total Clusters 
Variables score I II III 
Years of teaching -.35 -.24 -.33 -.25 
Years of teaching handicapped pupils -.42* -.28 -.50* -.17 
College degree -.49* -.50* -.45* -.27 
Knowledge of handicapping conditions -.10 -.06 -.19 -.08 
Attitude toward disabled persons -.03 .06 -.02 -.07 
Ambiguity tolerance -.13 -.25 -.01 -.08 
Contact index -.25 -.02 -.35 -.22 
Number classes per week -.17 -.17 -.19 -.07 
Number classes per day -.24 -.18 -.27 -.18 
Number students per week -.34 -.23 -.43* -.27 
Number students per day -.27 -.20 -.34 -.20 
*p<.05 = .41. 
teacher education program designed to prepare home economics education 
majors to teach physically handicapped students. 
Eighteen of the teachers placed emphasis on practicum experiences 
throughout the teacher education program. Particularly emphasized were 
associations with persons who represented all types of handicapping condi­
tions early in the students' professional program. 
Courses relating to the study of handicapping conditions were sug­
gested by 14 of the teachers. Ten stressed the need for courses pro­
viding greater understanding and knowledge of handicapping conditions, and 
four others recommended courses dealing with the sociological, psychologi­
cal, and economic aspects of handicapping conditions. Four suggested that 
a course in the psychology of exceptional children be included, and another 
four indicated a class on mental retardation would be helpful. 
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Special education classes were recommended by 11 teachers. More 
specifically, they suggested course work concerning methods of teaching the 
exceptional child and classes directed toward learning about adaptive mate­
rials and resources. 
Courses that would provide a strong background in home economics were 
suggested by five teachers. The areas of child development and arts and 
crafts were particularly singled out. 
Four teachers suggested classes and practicum experiences in counsel­
ing techniques with particular emphasis on working with both students and 
parents. Another two suggested sensitivity training or interaction skills 
be incorporated into the teacher education program. 
Two teachers placed emphasis on the personal qualities needed by 
teachers to work effectively with handicapped students and, therefore, sug­
gested that candidates be screened for certain personal qualities. 
Since many of the handicapped children have speech and hearing diffi­
culties, it was recommended that prospective teachers have courses dealing 
with the teaching of communication skills as a part of their curriculum. 
Other specific suggestions included the study of emotional disturbances, 
diagnosing students' educational needs, reading, rehabilitation, and man­
agement of the handicapped child. 
The broad areas the teachers recommended for teacher education pro­
grams included practicum experiences with handicapped persons; courses in 
special education, handicapping conditions, home economics, communication 
skills; and also experiences and courses related to developing human rela­
tions skills. 
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Principals' recommendations for teacher education programs 
The principals had many suggestions ready when asked what they would 
incorporate into a teacher education program designed to prepare home eco­
nomics education majors to teach physically handicapped students. 
The majority placed heavy emphasis on having interaction with disabled 
persons. Ten principals suggested that students have as much contact with 
physically disabled students as possible through volunteer experiences, 
work situations, and courses taken for credit. Eight principals indicated 
that supervised practicum experiences with all types of handicapping condi­
tions need to be an integral part of a teacher education program. Two of 
the principals suggested that these interaction experiences commence early 
in the degree program. Four principals suggested that more experience be 
provided in working with normal students. 
Several suggestions (N=6) related to curriculum and instruction. Sug­
gestions were made to include theory and practice in special methods of 
teaching handicapped students, prescriptive teaching, adapting curriculum, 
team teaching, educational diagnostic techniques, and using teaching tech­
niques and resources. 
Course work leading to expertise in home economics was recommended by 
several (N=6) principals. Some of the principals considered developing 
skill in human relations as an important part of a teacher education pro­
gram. They gave a variety of suggestions including course work in inter­
personal relations, mental health, guidance and counseling, and Inclusion 
of courses and experiences that lead to greater self-understanding and a 
more realistic self-concept. 
112 
Several (N=6) suggestions relating to handicapping conditions were 
given. Among the suggestions were course work including medical terminol­
ogy, experience working with medical personnel, characteristics of major 
handicaps, implications handicapping conditions have for education, physi­
ology, and learning disabilities. Five principals emphasized the inclusion 
of basic psychology and the psychology of exceptional children. Other sug­
gestions were course work relating to child development, public relations, 
adapting facilities and equipment, learning theory, and tests and measure­
ment. 
Several principals believed, as did some of the teachers, that a 
screening process for teacher candidates should be incorporated early in 
the program to screen out those who would not effectively work with handi­
capped students. Of primary concern in the screening process was the per­
sonal qualities of the prospective teachers rather than their academic 
expertise. 
The principals had many varied suggestions for an effective teacher 
education program, however, the major emphasis was on experiences that 
would involve interaction with handicapped persons. 
Teachers' perceptions of needed teaching competencies 
During the interview, the teachers were asked, "What teaching compe­
tencies are needed to effectively teach home economics to physically handi­
capped students?" Every teacher responded that all competencies needed to 
teach nonhandicapped students were necessary, but among the 26 teachers, 
competencies relating to six major categories were deemed especially impor­
tant. 
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The competencies that every teacher seemed to stress were those con­
cerning the development and implementation of individualized home economics 
programs. All aspects of individualized teaching were considered important 
competencies by this sangle. 
The ability to adapt curricular materials was also considered espe­
cially important and was cited by 24 of the 26 teachers. Analyzing tasks 
and breaking activities down into small sequential steps were competencies 
considered important by 15 of the teachers. The teacher's ability to be 
innovative and creative with teaching techniques, teaching materials, and 
in formulating solutions to problems was also recommended by 14 teachers in 
the sample. Twelve teachers in this group considered competencies relating 
to understanding the characteristics and needs of physically and mentally 
handicapped persons necessary to permit effective work with this type of 
student. 
Competencies relating to personal qualities were cited by 10 of the 
teachers. Tliey believed effective teachers should be accepting of physi­
cally handicapped students, consider them as individuals, and be able to 
sense their moods. The teachers stressed the need for teachers to have a 
broad base of interdisciplinary knowledge including practical knowledge of 
living. Two teachers suggested the ability to cope with many differences 
in the classroom situation would lead to more effective teaching. 
Other competencies recommended as important for home economics teach­
ers who work with physically handicapped students were working effectively 
with other staff members, possessing communication skills, developing rap­
port, and having a knowledge of physiological differences. . . 
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In addition to the competencies required of all educators, the teach­
ers recommended the following as primary competencies needed for those 
working with physically handicapped students. The ability to: a) develop 
individualized programs, b) adapt curricular materials, c) analyze tasks 
and to sequence instruction, d) use innovative and creative teaching tech­
niques and formulate solutions to problems, e) diagnose students' educa­
tional needs, and f) understand the needs and characteristics of physically 
and mentally handicapped students. 
Principals' perceptions of needed teaching competencies 
When asked what specific competencies were needed by teachers to work 
with physically handicapped students, four principals replied that basic 
competencies required to teach handicapped students were no different than 
those needed by teachers of nonhandicapped students. However, the other 
13 principals or supervisors indicated specific competencies they believed 
were essential to effectively teach handicapped students. 
Of these 13, four suggested competencies relating to various aspects 
of handicapping conditions. Specific competencies were knowledge of the 
therapist's work, a level of medical terminology to comprehend records, and 
the ability to identify the characteristics of handicapping conditions. 
Four other principals were concerned with aspects of individualize" 
tion. They suggested that a teacher should be able to make provisions for 
individual differences, be skillful in prescriptive teaching, and be able 
to diagnose educational needs and learning difficulties of students. 
Competencies related to curriculum and instruction were also sug­
gested. Those noted as being particularly important were the ability to 
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adapt the curriculum, be creative with resources, perform task analysis, 
and use a variety of methods and techniques when teaching handicapped stu­
dents. 
The principals believed certain competencies concerning knowledge in 
specific areas of general education were of benefit. Two principals advo­
cated a sound educational background that leads to a breadth of knowledge 
as a prerequisite for teaching handicapped students. Other competencies 
suggested were knowledge of mental retardation, understanding of psycholog­
ical testing, knowledge of basic psychology, knowledge of human develop­
ment, and competency in own subject matter field. 
Competencies relating to skills in human relations were considered 
essential by five of the principals. Examples cited were skills in relat­
ing to physically handicapped students, expressive abilities, skill in 
human relations, sensitivity to human needs, and the ability to work with 
adolescents. 
Three other competencies were deemed important by one principal. They 
were ability to work independently without the help of a specialist, abil­
ity to work in situations where rewards are delayed, and having realistic 
expectations of handicapped students. 
The competencies principals or supervisors considered important for 
teaching physically handicapped students, in addition to those competencies 
expected of all teachers, were related to handicapping conditions, individ­
ualization, curriculum and instruction, specific bodies of knowledge, and 
human relations. 
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Teachers' perceptions of needed personal qualities 
The teachers provided insight into the personal qualities that would 
enable a person to work more effectively with physically handicapped stu­
dents . 
As indicated in Table 15, 22 of the 26 teachers spoke of the quality 
of patience in terms of working with physically handicapped students. The 
next most frequently (N=13) mentioned quality was flexibility. Qualities 
related to empathy and willingness to accept a child as he is was stressed 
by 12 of the teachers. 
Emotional stability was referred to by six teachers, and another six 
teachers stated that a sense of humor was particularly helpful. Several 
teachers indicated that a positive self-concept on the part of the teacher 
was important in working with physically handicapped students. A sincere 
interest in children and a genuine desire to teach physically handicapped 
students were mentioned by five of the teachers. 
Having an objective attitude was mencioned by seven of the teachers 
while five more indicated the qualities of creativeness, imaginativeness, 
and being innovative as being helpful. Other qualities mentioned were 
enthusiasm, willingness to work hard, ability to cope with a great deal of 
repetition, ability to listen, a low threshold of frustration, tolerance, 
and adaptability. 
The teachers indicated that certain personal qualities did contribute 
to the effectiveness of teaching physically handicapped students although 
four teachers indicated they believed the personal qualities needed to 
teach handicapped students were also needed to effectively teach nonhandi-
capped students. 
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Table 15. Teachers* perceptions of needed personal qualities 
Personal quality N 
Patience 22 
Flexibility 13 
Empathy and willingness to accept child as he is 12 
Objectivity 7 
Emotional stability 6 
Sense of humor 6 
Desire to teach physically handicapped persons 5 
Creativeness and imaginativeness 5 
Sincere interest in children 5 
Innovative 5 
Positive self-concept 4 
Enthusiasm 3 
Willingness to work hard 3 
Ability to cope with great deal of repetition 3 
Ability to listen 3 
Low threshold of frustration 3 
Tolerance 3 
Adaptability 3 
Those personal qualities considered necessary to teach physically 
handicapped students mentioned most frequently were patience, flexibility, 
empathy and acceptance, emotional stability, and sense of humor. 
Principals' perception of needed personal qualities 
During the interview, principals were asked what personal characteris­
tics they looked for in teacher candidates. In response to this question, 
eight principals cited empathy, understanding, patience, and flexibility. 
Five of the interviewees noted the quality of objectivity as being 
important in teacher candidates, and the qualities of interest in students 
and emotional stability were each mentioned by three principals. The per­
sonal qualities of warmth, adaptability, dedication, inventiveness, and a 
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Table 16. Principals' perceptions of needed personal qualities 
Personal quality N 
Empathy 8 
Understanding 8 
Patience 8 
Flexibility 8 
Objectivity 5 
Interest in students 3 
Emotional stability 3 
Warmth 2 
Adaptability 2 
Dedication 2 
Inventiveness 2 
Positive attitude toward handicapped persons 2 
Good physical and mental health 
Tolerance 
Ability to cope with repetitive tasks 
Self-reliant 
Mature 
Sense of humor 
positive attitude toward handicapped persons were each mentioned twice as 
important characteristics. 
Qualities mentioned once each were good physical and mental health, 
willingness to inconvenience one's self for students' sake, tolerance, abil­
ity to cope with repetitive tasks, self-reliant and independent, mature, 
and having a sense of humor- One principal said he was concerned that the 
teachers' philosophy was commensurate with the philosophy of the school. 
Another stressed the willingness on the part of the teacher to listen to 
the students. Versatility of the teacher was considered important by one 
principal while another put emphasis on the teacher having a positive self-
concept. 
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All of the principals and supervisors volunteered that it was diffi­
cult to assess these qualities during interviews, and often they relied on 
letters of recommendation and student records to detect these characteris­
tics. Even though the qualities were difficult to assess, the principals 
most frequently looked for a teacher candidate possessing empathy, under­
standing, patience, flexibility, objectivity, interest in students, and 
emotional stability. 
Summary 
The findings have been presented in eight sections. They were The 
Schools, The Home Economics Programs, Teachers' Professional Backgrounds, 
Teachers' Current Assignment, Instructional Aspects, Teachers' Characteris­
tics, Relationship of Teachers' Characteristics, Professional Background 
and Current Assignment, and Recommended Teacher Education Program Compo­
nents. 
Most of the findings were tabulated, categorized, and summarized, and 
in some cases the range, mean and median, were presented. For those data 
which were correlated, the findings are tenuous due to the small sample 
size. 
The findings from four of the sections will be discussed in the fol­
lowing chapter. They are the Home Economics Programs, Teachers' Character­
istics, Relationship of Teachers' Characteristics, Professional Background 
and Current Assignment, and Recommended Teacher Education Program Compo­
nents . 
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DISCUSSION 
Four sections of the findings were selected for discussion based on 
the premise that a more definitive understanding of the information gener­
ated by the study could be derived and thus provide valuable data to those 
interested in developing and implementing teacher education programs to 
prepare home economics teachers of physically handicapped students. The 
discussion to follow deals with a) home economics programs for physically 
handicapped students, b) characteristics of home economics teachers of 
physically handicapped students, c) relationships of selected variables 
including scores on instruments and selected data concerning professional 
background and current teaching assignment, and d) recommended teacher edu­
cation program components. 
Home Economics Programs for Physically Handicapped 
The principals' conception of the role to be played by home economics 
in the school program was very similar to the philosophical base upon which 
the teachers built their programs of home economics instruction. The prin­
cipals identified home economics' major role as one of providing opportuni­
ties for students to develop skills leading to self-sufficiency, social 
adequacy, functional family membership, and an enhancement of self-concept. 
Teachers in turn expressed the beliefs that physically handicapped students 
need to become self-sufficient, socially adequate, and more positive rela­
tive to their self-concept. Basic skill development was considered as a 
prerequisite for satisfying each of these primary needs. The occurrence of 
these similar perspectives may, in part, account for the enthusiastic sup­
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port principals manifested toward the home economics programs their schools 
provided for physically handicapped students. 
A further convergent aspect of the principals' view of home economics * 
role in their schools' programs and the teachers' philosophic position rel­
ative to the home economics programs offered was reflected in the types of 
courses taught and the content emphasized within these courses. Most of 
the.home economics classes were comprehensive in nature and stressed, the 
provision of basic skill development activities for students. However, 
almost half of the teachers indicated they did not emphasize or include the 
areas of family or personal relationships; several teachers indicated that 
school policy prohibited the teaching of these areas. Normally, these 
would be the areas where knowledge and skills leading to social adequacy 
and functioning as family members would be taught. 
The emphasis on subject matter reported in this study is similar to a 
finding reported in Knoll's (1974) study concerning the teaching of home 
economics, in rehabilicacion centers. She, too, found an emphasis being 
placed on skill development in foods, clothing, and personal care. How­
ever, Knoll found teachers placed more emphasis or. work simplification, 
equipment, and house care than did the teachers in this study. Conversely, 
teachers in both studies gave less attention to family relations and child 
development. It appears possible that teachers in rehabilitation centers 
emphasize skill development to a greater degree than do those teachers in 
educational settings. While the teachers in this study worked toward skill 
development, they also emphasized the development of concepts. 
There seems to be two definite schools of thought among teachers con­
cerning the type of "fixed" equipment found in their homemaking rooms. One 
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group felt that only "regular" equipment should be used (i.e., work sur­
faces and ranges at normal heights as well as conventionally designed cup­
boards), This group of teachers defined their major instructional role as 
one of helping physically handicapped students to adapt to the type of 
equipment normally found in homes and apartments as well as teaching for 
concept and skill development. 
In opposition to this position was the stance taken by group two which 
was made up of teachers who identified their primary instructional role in 
terms of teaching for concept and skill development. For these teachers, 
specially designed equipment was essential in order to insure that barriers 
to student learning would be eliminated and most particularly for those 
severely impaired handicapped students. These teachers believed that once 
a skill was developed, the adaptation to conventional equipment could then 
be facilitated. 
Most teachers did point out that when students were motivated, they 
would find a way to use the equipment whether it was specially designed or 
not. Student assistance in solving adaptation problems was considered 
invaluable by teachers as they attempted to help students overcome their 
handicapping limitations. 
This same dichotomy of thought regarding adaptation of equipment was 
reported by Devereux (1963). She recommended a middle-of-the-road approach 
based upon the degree to which the equipment became a barrier to student 
learning. 
When teachers were asked about the major strengths of their programs, 
one of their comments was closely related to their basic philosophy con­
cerning education for physically handicapped students. They mentioned 
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activities leading to skill development and involvement of students in the 
learning activities as a program strong point. This strength was also 
reflected in their scores on the Analysis of Teaching Behaviors Instrument 
wherein the item receiving the highest mean score was "involving students 
in the learning process." 
Another strength mentioned by teachers was the support and cooperation 
directed toward their home economics programs by school administrators. 
This observation could have been predicted on the basis of the similar 
viewpoints expressed by the teachers and administrators concerning the 
basic purpose of home economics in the school programs. 
Although teachers felt their programs needed further development in 
the area of curriculum, an instructional task related to curriculum, that 
of selecting appropriate concepts, was among the five items on the Analysis 
of Teaching Behaviors Instruments that received the highest mean scores. 
It is not surprising, on the other hand, that teachers did list cur­
riculum development as an area needing improvement since so tew materials 
were available to help them with this task. No curricular guides or 
resource guides that specifically dealt with teaching home economics to 
physically handicapped students were found to be accessible to any teacher 
in the study. It is interesting to note that May recommended the develop­
ment of resource materials and curricular aids for teachers of the handi­
capped in an article published in 1964. Ten years later, only a few mate­
rials have appeared, and of these most seem to be directed toward the adult 
homemaker and place their emphasis on work simplification and the adapta­
tion of equipment. Little has been done to help the home economics teacher 
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of physically handicapped students develop, implement, and evaluate effec­
tive homemaking programs. 
Teachers* Characteristics 
An examination of the mean scores obtained on the Analysis of Teaching 
Instrument provided a view of the teachers' classroom behaviors. Item num­
ber 11 which concerned involving the pupils in the learning process 
received the highest mean score. This outcome was consistent with and pro­
vided direct support for the philosophic position espoused by the teachers' 
wherein they stated that home economics classes should be activity oriented 
in pursuit of the goal of aiding physically handicapped students to develop 
sufficient skills to enable them to eventually live an independent life. 
This score was also reflected in the instructional techniques that teachers 
stated were most useful; 11 of them indicated that those techniques which 
produced student involvement were most effective. Such things as labora­
tory experiences, role playing, problem solving, and precision teaching 
were denoted as examples of effective instructional techniques. 
Item three, "provided a combination of activities likely to lead to 
attainment of objectives," also received a high mean score. This item, 
also, is reflected in the teachers' stated philosophy as discussed above 
and is revealed in the discussion of teaching techniques as several teach­
ers indicated that using a variety of techniques was most helpful in 
achieving objectives. 
Item number 12, "exhibited concern for pupils and their learning," 
received the second highest mean score on this instrument. During the 
interviews, both teachers and principals specified that the personal quali­
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ties of empathy, understanding, and a genuine desire to teach handicapped 
children would enable a person to be a more effective teacher. While the 
personal characteristics of the teachers were not directly measured, it 
appears that the characteristics of empathy, understanding, and a genuine 
desire to teach handicapped children were present as these characteristics 
were reflected in the teachers' behavior toward students in the instruc­
tional settings observed. 
Two of the items, numbers four and five, concerning selection and 
accurate expression of home economics concepts, also received high mean 
scores. This is not surprising since twenty of the twenty-six teachers had 
specialized in home economics in their college programs, and only five had 
not had any training in home economics. 
The items recieving the five lowest mean scores were items 1, 15, 8, 
6, and 7. 
Item one, "indicated purposes of class within the introductory state­
ments," received a mean score of 56.978. Several factors might have con­
tributed to this score, for example, many of the classes observed were 
on-going laboratory situations such as clothing construction, and most 
likely the class purposes were indicated in the introduction to the unit 
rather than for each daily lesson. However, since many of the students 
were of lower mental ability and since retention of learning is slower 
among the mentally retarded (Rothstein, 1971), perhaps it would have been 
appropriate to clarify the purposes of the class on a daily basis with 
these students. 
Item 15, "showed consistency between lesson plan and class session," 
was among the five lowest mean scores with a mean score of 51.957. "Rie 
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teachers had provided the observer with lesson plans which generally 
included objectives, learning activities, teaching materials, and evalua­
tion techniques. The Information contained in these plans enabled the 
observer to score the item. Most often the class sessions were not consis­
tent with the plans provided due in part to the absence of a number of 
students or the limited progress students had made on previous days. It 
was found that teachers had to be quite flexible in the implementation of 
their lesson plans, and the observer was made acutely aware of the need for 
teachers to be able to adapt to various situations. 
The teachers as a group seldom used the questioning technique in their 
teaching, and when they did ask questions of students, they tended to ask 
questions that dealt with factual information rather than asking the kind 
which would encourage conceptual thinking. These factors lead to a low 
mean score on item 8, asking questions which contributed to the achievement 
of the objective by the pupils. 
Items six and seven received the lowest mean scores, 9.565 and -14.435, 
respectively. These items dealt with the development of generalizations 
and guiding students to state generalizations. When one considers that the 
development of generalizations is a higher intellectual activity (Piaget, 
1966) and the fact that many of the classes visited consisted of students 
of elementary age and/or those with lower mental abilities, it was under­
standable that these behaviors were exhibited to a lesser degree than might 
be expected in a conventional formal teaching-learning situation. 
When asked during interviews what suggestions they would have for 
teacher education programs, both the teachers and principals suggested that 
pre-service teachers receive as many experiences as possible which would 
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allow them to interact with handicapped persons. While teachers recognized 
a need for contact on an interactive level with handicapped persons, the 
majority (N=20) of them did not reach this level as assessed by the Degree 
of Contact Index. Most teachers did have some contacts with handicapped 
individuals on an interaction level, but these contacts were insufficient 
to enable the teachers to score higher than level two on the scale, a 
degree of contact classified as contact with physically handicapped persons 
on a surface level. 
During the interviews, both teachers and principals indicated that 
teachers of handicapped students would be more effective if they had a 
knowledge of handicapping conditions; this competency was particularly 
stressed by the principals. 
While teachers recognized the need to have knowledge of handicapping 
conditions, they did not score particularly high on the Knowledge of Handi­
capping Conditions Inventory. Eighteen of the twenty-four teachers did get 
more than one-half of the items correct, but only one teacher got 75% of 
them correct. This finding seems to indicate that the teachers had either 
forgotten a considerable portion of the knowledge of handicapping condi­
tions they once possessed or that they had not been exposed to this infor­
mation previously. Whatever the case, it was evident that the teachers 
needed either more thorough pre-service preparation or some systematic in-
service work to eliminate this deficiency in their professional expertise. 
Relationships of Selected Variables 
As was noted in the findings, there were significant positive correla­
tions between college degree and knowledge of handicapping conditions. 
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between years of teaching and scores on the Attitude toward Disabled Per­
sons Scale, and between Degree of Contact and the number of students the 
teachers met per week. There was a significant negative correlation 
between years of teaching and the score on the Ambiguity Tolerance Scale. 
Of those who had advanced degrees, all but one had had advanced course 
work relating to handicapping conditions. This additional preparation, 
most likely, contributed to the significant positive relationship found 
between college degree and the score on the Knowledge of Handicapping Con­
ditions Inventory. 
Yukor, Block, and Younng (1970) reviewed studies that related ATDP 
scores to settings of contact and exposure over time to contact settings 
and found that contact as well as an increasing exposure to handicapped 
persons in an employment setting, where ability is emphasized, appeared to 
have a positive effect on these scores whereas in similar situations in méd­
ical or rehabilitation settings, where disability is emphasized, a negative 
effect seemed to exist. No studies were included that used educacionai 
settings, but Felty (1965) analyzed the scores educators and rehabilitation 
workers received on the ATDP scale and found no significant differences. 
On the basis of Felty's data, one might hypothesize that an educa­
tional setting would be comparable to a medical or rehabilitation setting 
insofar as exposure over time is concerned and that teacher ATDP scores 
would decline as the years of teaching experience increased. This was not 
the case in this study, however, as it appears that the educational setting 
generated positive effects on teachers similar to those derived in employ­
ment settings since a positive correlation was found to exist between years 
of teaching experience and scores on the ATDP. It is probable that this 
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result ensued because the educational setting is comparable to the employ­
ment setting in that each situation stresses ability rather than disabil­
ity. 
One might expect to find a positive correlation between the degree of 
contact with disabled persons and the number of classes teachers met per 
day, however, the reader is reminded that the Degree of Contact Index 
measured only contact with disabled persons which occurs outside the teach­
ing situation. It does appear that teachers who met more classes per day 
did have a higher level of outside contact with disabled persons as indi­
cated by the positive correlation which was found to exist between these 
two factors. 
One significant negative correlation existed, that being between years 
of teaching and scores on the Ambiguity Tolerance Scale. It appears that 
as number of years of teaching increased, the teachers' tolerance for 
ambiguous situations decreased. 
Ryans' classic study on characteristics of teachers found that older, 
more experienced teachers scored higher on the characteristic which dealt 
with responsible, businesslike classroom behaviors (1950). These behaviors 
were considered to be positive characteristics, but perhaps this business­
like nature would more likely occur among people who preferred structured, 
controlled classroom situations; if so, one might suspect that older teach­
ers would score lower on the Ambiguity-Tolerance Scale. 
Results of this study did not reveal significant correlations of any 
kind between attitudes toward disabled persons, degree of contact with dis­
abled persons, knowledge of handicapping conditions, and ambiguity-toler­
ance. These findings are similar to the findings of six studies reviewed 
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by Yukor, Block, and Younng (1970) in that no relationships were found to 
exist between contact with disabled persons and attitudes toward disabled 
persons. While the same instruments were used in these studies, the data 
reported do not support Higgs' (1971) findings of a positive relationship 
between contact and attitudes toward disabled persons. 
Although six studies reviewed (Dickstein and Dripps, 1958; Haring 
et al., 1958; Kvaraceus, 1956; LaBue, 1959; Murphy, 1960; Palmerton, 1967) 
found positive relationships between knowledge and attitudes, the present 
study did not find a significant relationship between knowledge of handi­
capping conditions and attitudes toward disabled persons. 
Finally, Higgs (1971) found a positive relationship between degree of 
contact with disabled persons and knowledge of handicapping conditions, 
however, data in this study did not reveal a relationship between these two 
variables. 
Correlations were computed to determine if significant relationships 
existed bet^^en each item cn the Analysis of Teaching Instrument and Scores 
on the Knowledge of Handicapping Conditions Inventory, Attitude toward Dis­
abled Persons Scale, Degree of Contact Scale, and Ambiguity Tolerance 
Scale; selected data from the professional background of teachers including 
years of teaching experience, years of teaching handicapped and college 
degree; and the number of students met per day and per week and number of 
classes met per day and per week. 
No significant relationships were found between items 1, 6, 7, 11, and 
15 of the Analysis of Teaching Instrument and the other variables. Respec­
tively, these items dealt with stating the purpose of the class, developing 
and guiding students to state generalizations, involving students in the 
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learning process and the consistency between the written plan and the 
actual class session. 
Significant negative relationships existed between item two, "relntoil 
major parts of the lesson to each other either by statement or flow of 
plan," and years of teaching handicapped and college degree. A negative 
relationship also occurred between college degree and item three, "provided 
a combination of activities likely to lead to attainment of objectives;" 
item four, "selected concepts appropriate for home economics instruction;" 
and item five, "expressed concepts accurately." An explanation of these 
negative relationships is not apparent on the basis of data derived from 
this study. 
Item eight, "asked questions which contributed to the achievement of 
the objectives by pupils," was negatively correlated with the number of 
students met per day. The questioning technique seemed to be used more 
frequently and most effectively when teachers had smaller and fewer classes 
per day. 
Item nine, "clarified statements when questioned on a specific point 
or rephrased content," was negatively correlated with number of students 
met per day. This teaching task seemed to be accomplished more effectively 
when teachers met fewer students per day. This item was also negatively 
correlated with years of teaching handicapped, a finding which does not 
seem to have an explanation relative to the results of this study. 
A negative correlation also existed between years of teaching handi­
capped and item 12, "exhibited concern for pupils and their learning." 
It's possible that as teachers gain experience in teaching handicapped stu­
dents, they may tend to show less concern for them and their learning. 
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Perhaps teachers find that by showing less concern it helps them to main­
tain a more objective relationship with their students. This does not mean 
to say necessarily that teachers are less concerned over their students, 
but it could be construed to indicate that teachers f^^l constrained not to 
exhibit their concern in an overt fashion. 
Item 13, "used opportunities for teaching which arose unexpectedly," 
was negatively correlated to two variables, college degree and the score on 
the ambiguity tolerance scale. 
On the surface, this finding seems to be contradictory, however, it 
may be possible to explain the negative correlation between item 13 and 
the scores on the ambiguity tolerance scale from the following perspec­
tive. If a teacher is able to tolerate an ambiguous situation, it may be 
that she can ignore the possibility to capitalize on teaching opportunities 
which arise unexpectedly simply because she is unconcerned about bringing 
closure to the situation. Whereas the teacher who cannot tolerate ambigu­
ous situations may feel compelled tc acccnsiodate the unexpected teaching 
opportunity in the context of the structured classroom in which she oper­
ates, secure in the knowledge that nothing has been left to chance. 
Item 14, "provided opportunities for open-ended inquiry on the part 
of the pupils," had a negative relationship with two other variables, 
years of teaching handicapped and number of classes met per day. It may be 
that as teachers gain more experience in teaching handicapped students, 
they become more "fixed" in their classroom activities and thus do not 
allow for open-ended questioning from their students. This negative corre­
lation may relate to the negative correlation found between years of teach­
ing and the score on the Ambiguity Tolerance Scale. Providing opportuni­
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ties for open-ended inquiry may lead to a less structured more ambiguous 
classroom situation which could be intolerable to the experienced teacher. 
Also, as the teacher's class load increases per day, it may become neces­
sary to eliminate this type of teaching activity in favor of a more struc­
tured, teacher-controlled classroom. 
When the correlation was computed that related clusters of items and 
the total score from the Analysis of Teaching Instrument, a negative rela­
tionship existed between years of teaching handicapped students and both 
the total score and Cluster II. Cluster II included 6 items concerning, 
respectively, relating major parts of the lesson, expressing concepts accu­
rately, asking questions, clarifying statements, using unexpected teaching 
opportunities, and providing for open-ended inquiry on the part of the stu­
dents. The years of experience in teaching handicapped students correlated 
highly with age, and the older, more experienced teachers in this study 
tended to score lower on the Analysis of Teaching instrument. This finding 
is similar to the results of Ryans" (1960) study of teacher characteris­
tics. In that study, it was found that elementary and secondary teachers 
who scored low in over-all classroom behaviors were more frequently from an 
older age group and had had extensive teaching experience. The one charac­
teristic which was the exception was responsible, businesslike behavior in 
the classroom. On this characteristic, the older teachers and those with 
extended experience received higher scores. This may relate to the finding 
in this study that years of teaching experience were significantly nega­
tively correlated with scores on the ambiguity tolerance scale. It appears 
that older, more experienced teachers may prefer a more controlled, struc­
tured, businesslike classroom situation. 
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Recommended Teacher Education Program Components 
When asked for suggestions concerning the components that should be 
included in a teacher education program designed to prepare home economists 
to teach physically handicapped students, both teachers and administrators 
placed first priority on practicum experiences and contact with disabled 
persons. The second most frequently stated suggestion was that academic 
course work pertaining to handicapping conditions be incorporated into the 
program and third that course work in special education be included as a 
part of the program. Dykes' (1972) study also found these suggestions 
ranked in the top three by a sample of teachers and administrators working 
with crippled and other health impaired (COHI) students. However, the 
order of ranking was different. Dykes found academic course work related to 
handicapping conditions ranked first with course work in special education 
second and practicum experience placed third. Subject matter specializa­
tion could contribute to the difference in priority placed on these teacher 
education program components. 
Both the teachers and administrators in this study indicated that 
teachers of physically handicapped children need competencies basic to all 
educators. Mackie's 1958 study (Mackie and Connor, 1961) on competencies 
of crippled and other health impaired (COHI) teachers emphasized this find­
ing as did Dykes' (1972) study which involved teachers of COHI students. 
SKill in curriculum development and adaptation was considered to be an 
important competency by both teachers and principals. Similarly this com­
petency was ranked among the top ten competencies in both the Mackie (Mackie 
and Connor, 1961) and the Dykes (1972) studies. 
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Competencies related to understanding handicapping conditions were 
also among the top ten in the Mackie (Mackie and Connor, 1961) and Dykes 
(1972) studies. Knowledge of handicapping conditions was given priority by 
principals in this study, but the teachers considered it somewhat less 
important. 
The teachers in this study particularly stressed the competencies 
relating to individualized instruction, and the principals likewise deemed 
it important. In Dykes' (1972) study, the first two ranking competencies 
implied this skill, however, it was not ranked among the top twenty compe­
tencies in the Mackie (Mackie and Connor, 1961) study. Undoubtedly the 
current emphasis on individualized education is reflected by the inclusion 
and ranking of competencies relating to this teaching task. 
Both the teachers and principals in this study considered competencies 
regarding skill in human relations as particularly important for teachers 
working with handicapped students. Competencies incorporating this skill 
were also among the top ten ranking competencies in both the Mackie (Mackie 
and Conner, 1961) and Dykes (1972) studies. These particular competencies 
implied that teachers of handicapped students should possess certain per­
sonal qualities. 
Teachers and principals each suggested personal qualities they 
believed especially important for teachers who work with physically handi­
capped students. The top five qualities listed by teachers were patience, 
flexibility, empathy and willingness to accept a child as he is, emotional 
stability, and sense of humor. Qualities mentioned most frequently by 
principals were empathy, understanding, patience, flexibility, and objec­
tivity. 
The data from this study are analogous also to the ranking of person­
ality traits of COHI teachers by administrators and teachers in Dykes' 
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(1972) study. Teacher characteristics suggested in this study are among 
the top seven ranking personality traits delineated by Dykes. 
Mackie (Mackie and Connor, 1961) found that good physical stamina was 
an important characteristic of teachers of COHI students. The principals 
mentioned this less frequently, and the teachers did not include this qual­
ity in their enumeration of desirable characteristics. However, during 
observation it was evident this would be an essential characteristic par­
ticularly if attendants or paraprofessionals were not available to provide 
assistance. Many of the students who had more severe motor impairments 
needed assistance in moving about the home economics classroom and being 
comfortably positioned at sewing machines or other work areas. 
The principals indicated that they would prefer to hire a home econom­
ics major for the position of home economics teacher in their schools, how­
ever, they noted they were constrained by legislation to hire certified 
teachers, and most schools in the study were required to have teachers with 
certj-xxcates zzi specxaL educatzon# Few teachers who have a major xn home 
economics also have certification in special education. The principals 
suggested that teacher education programs be designed to integrate these 
two areas so as to lead to certification in both areas for grades kin­
dergarten through twelve. The fact that 20 of the 26 teachers in the study 
were home economics majors reflects the principals' interest in hiring home 
economists for these teaching positions. 
Summary 
The principals enthusiastically supported'the role home economics was 
fulfilling in the total school programs. Both principals and teachers 
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agreed this role was one of providing students with learning opportunities 
that would lead to social adequacy, functional family membership, enhance­
ment of self-concept, and skills leading to self-sufficiency and indepen­
dence. The home economics programs designed to fulfill this role were most 
frequently comprehensive, year-long courses incorporating all major areas 
of home economics. While all areas of home economics were included, the 
areas of foods and clothing seemed to be emphasized. The amount and type 
of adaptive equipment used to teach the areas of home economics differed 
among the schools. 
Activity oriented classes which emphasized student involvement in the 
learning process were perceived by teachers as a strong point in their pro­
grams. They believed their programs needed improvement in the area of 
curriculum development and stressed that there is a need for curricular 
materials and resource guides in the field. 
The teachers' classroom performance closely paralleled the strength 
they perceived in their programs. Teachers scored highest on ite=s vhich 
concerned involving students in the learning process, provided a combination 
of activities likely to lead to the attainment of objectives, and exhibited 
concern for students and their learning. They seemed to exhibit the fewest 
behaviors in developing and having students state generalizations. 
The teachers possessed relatively positive attitudes toward handi­
capped persons as measured by the Attitudes toward Disabled Persons Scale. 
While they considered knowledge of handicapping conditions an important 
competency and contact with handicapped persons as a valuable experience, 
they did not score particularly high on the instruments used to measure 
these two characteristics. The younger, less experienced teachers tended 
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to score higher on the Analysis of Teaching Instrument and the Ambiguity 
Tolerance Scale. The older, more experienced teachers scored higher on the 
attitude scale. 
Both principals and teachers emphasized that prospective teachers of 
handicapped students should have practicum experiences and contact with 
disabled persons as a part of their professional preparation. They also 
recommended courses pertaining to handicapping conditions and special edu­
cation. Specific competencies they believed teachers needed related to 
curriculum development and adaptation, understanding handicapping condi­
tions, individualization of instruction, and skill in human relations. 
Teachers and principals agreed that certain personal qualities would 
enhance the teacher's ability to work effectively with handicapped stu­
dents. Those qualities they believed to be especially important were 
patience, flexibility, empathy, and acceptance. 
In regard to teacher education programs, the principals strongly 
recommended that home economics teachers also be certified in the area of 
special education. They indicated that they preferred to employ a home 
economist for the position of home economics teachers of physically handi­
capped students, however, most of the schools in the study were designated 
as "special" in that they primarily served physically handicapped students, 
and were, therefore, bound by legislation to hire teachers with certifi­
cates in special education. 
In many cases, the findings in this study were similar to results of 
other studies reviewed. 
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SUMMARY 
The increasing number of physically handicapped persons and the right-
to-education movement have provided impetus for a re-examination of educa­
tional programs designed to serve physically handicapped students as well 
as the personnel involved in the programs. Research and articles have been 
reviewed and considerable data are available concerning general special 
education programs and personnel, however, little has been written regard­
ing home economics teachers and home economics programs for neuromuscular 
or orthopedically handicapped students. 
While principals of schools for the physically handicapped were 
enthusiastic about including home economics in the curriculum for their 
students, few teachers are available who have the necessary background in 
both home economics and special education to enable them to be properly 
certified to work in such programs. It is conceivable that most home eco­
nomics teachers in regular school programs will eventually work with physi­
cally handicapped students if the thrust in mainstreaming continues across 
the nation. Data are needed concerning the analysis of home economics pro­
grams for physically handicapped students as well as information concerning 
the home economics teachers who are currently employed in these programs so 
that home economics teacher education programs and state departments of 
education can design programs that will prepare pre-service and in-service 
teachers to work more effectively with physically handicapped students 
whether they be located in special schools or regular classrooms. 
The purpose of this study was to examine selected home economics pro­
grams and home economics teachers currently serving neuromuscular or 
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orthopedically handicapped students. More specifically three objectives 
formed the basis of the study. They were to: 
1. Assess teachers who were teaching home economics related content 
to physically handicapped students in terms of their 
1.1 knowledge of handicapping conditions 
1.2 attitudes toward disabled persons 
1.3 ambiguity tolerance 
1.4 teaching behaviors 
1.5 degree of contact with disabled persons 
1.6 professional background and experience 
1.7 current professional assignment 
1.8 perceptions of the major needs of physically handicapped stu­
dents, differences in teaching physically handicapped and 
nonhandicapped students, and physical handicaps which present 
the greatest instructional challenge. 
2. Determine the characteristics of home economics programs offered 
to physically handicapped students in terms of the 
2.1 philosophy upon which programs were based 
2.2 grade levels at which programs were offered 
2.3 type, number, and sex of students enrolled 
2.4 areas covered, courses provided, and duration of courses 
2.5 instructional techniques teachers found most effective 
2.6 curriculum materials; equipmentj and facilities available 
2.7 students' needs which may be met through home economics pro­
grams. 
3. Provide a framework for the conceptualization and implementation 
of a teacher education program designed to prepare home economics 
teachers of physically handicapped students based upon administra­
tor and teacher perceptions of the 
3.1 type of course work and experiences which should be provided 
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3.2 teaching competencies which should be acquired and demon­
strated 
3.3 personal attributes regarded as desirable for effective 
teaching performance. 
The study was exploratory in nature. Subjects for the study were 26 
teachers who were teaching home economics related content to neuromuscular 
or orthopedically handicapped students in 15 public day or residential 
schools in Iowa, Missouri, Illinois, Michigan, and Ohio. A nonrandomized 
sample was selected with teachers being included on the basis of informa­
tion provided by principals or supervisors. 
Data were collected by observation, interviews, questionnaires, and 
selected instruments. Six of the ten data gathering devices were developed 
by the investigator, and four were selected on basis of reviews of their 
use in other research. Uie instruments selected from the literature 
include the Attitudes toward Disabled Persons Scale (Yukor, Block, and 
Campbell, 1960), Degree of Contact Index (Higgs, 1971), Ambiguity Tolerance 
Scale (MacDonald, 1970), and the Analysis of Teaching Instrument (Clawson, 
1973). The Knowledge of Handicapping Conditions Inventory was a revised 
edition of Haring's (1958) General Information Inventory. 
Two interview schedules were developed, one for use with teachers and 
another for use with principals. In addition, a General and Professional 
Data Form, Lesson Plan Form, and a Checklist for Physical Facilities and 
Organization of the Program were developed. 
The 15 schools included in the study were visited during the 
spring of 1973. Two consecutive days were spent at each school, during 
which time the investigator interviewed the teacher and the principal. 
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administered instruments, and observed a class each day for the purpose of 
completing the Analysis of Teaching Instrument. 
All participants in the study had earned a college degree; the major­
ity had work beyond the bachelor's degree, and five had a master's degree. 
Twenty of the teachers listed home economics as an area of specialization 
in their college training. 
While the criterion for participation in the study stipulated that a 
teacher must be currently teaching neuromuscular or orthopedically handi­
capped students, most teachers worked with multiply handicapped students. 
The most frequently occurring handicapping condition among students was 
cerebral palsy, with mental retardation second and speech and hearing 
defects third and fourth, respectively. Muscular dystrophy and spina 
bifida were also prevalent. 
Almost all of the home economics programs were open to both boys and 
girls. Among the 15 schools, home economics was being offered at var­
ious grade levels from pre-school through grade 12. In those schools serv­
ing only physically handicapped students, home economics was offered at 
both elementary and secondary levels. 
The majority of program offerings were made up of comprehensive 
courses which included most areas of home economics. Hie areas emphasized 
were foods, clothing, and personal care. Although a part of most programs, 
less emphasis was placed on family relations and child development. While 
some schools offered occupational training programs aside from the home 
economics programs, 12 teachers incorporated occupational concepts into 
their home economics programs. 
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Equipment and facilities varied, but all schools provided an environ­
ment free from architectural barriers- Six schools had adapted fixed 
equipment, and all schools used a variety of çther adaptive devices in the 
home economics departments. 
The teachers perceived the major strengths of their programs to be the 
a) activity oriented classes with emphasis placed on practical application 
of skills, b) individualized instructional techniques used, c) support and 
assistance provided by administrators and parents, and d) dedication, 
resourcefulness, and enthusiasm of the teachers. The teachers believed 
their programs needed improvement in terms of a) curriculum, b) facilities 
and equipment, c) scheduling and grouping of students, d) diagnosing stu­
dents' needs and potential, and e) educational evaluation of students. 
School principals were quite supportive of the contribution home eco­
nomics made to the total school program. The principals' view of the role 
of home economics, the teachers' stated philosophy regarding home economics 
for physically handicapped students, and scores on pertinent items on the 
Analysis of Teaching Instrument indicated substantial agreement. Both 
principals and teachers cited the development of basic skills leading to 
social adequacy, self-sufficiency, and positive self-concept as the major 
role home economics should fulfill for physically handicapped students. 
Selected characteristics and attitudes of the teachers were assessed 
through use of five formal instruments, the Knowledge of Handicapping Con­
ditions Inventory, Attitudes toward Disabled Persons Scale (Yukor, Block, 
and Campbell, 1960), Degree of Contact Index (Higgs, 1971), the Ambiguity 
Tolerance Scale (MacDonald, 1970), and the Analysis of Teaching Instrument 
(Clawson, 1973). The range, median and mean, was calculated for each. 
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Teachers appeared to have positive attitudes toward persons with hand­
icapping conditions as they scored relatively high on the Attitude toward 
Disabled Persons Scale. While the teachers indicated they believed that 
home economics teachers should possess knowledge of handicapping conditions 
and that contact with disabled persons was a valuable experience, they did 
not score particularly high on the instruments used to measure these two 
characteristics. 
The scores on these instruments were correlated with data concerning 
professional background (years of teaching, years of teaching handicapped, 
and college degree) and information concerning the current teaching assign­
ment (number of students and classes met per day and per week) with the 
result that several significant findings emerged. While these findings are 
tenuous due to the small sample size, the significant positive correlations 
found were between a) college degree and knowledge of handicapping condi­
tions, b) years of teaching handicapped and attitudes toward disabled per­
sons, and c) degree or contact with disabled persons and the nuzbsr of stu­
dents the teacher met per week. A significant negative correlation existed 
between years of teaching and the score on the Ambiguity Tolerance Scale. 
Teachers with advanced degrees tended to score higher on the knowledge 
inventory, teachers who were more experienced tended to score higher on the 
attitude scale, and teachers who were less experienced scored higher on the 
Ambiguity Tolerance Scale. 
Mean scores were calculated for each item on the Analysis of Teaching 
Instrument. The two items receiving the lowest mean scores related to the 
development of generalizations and guiding students to state generaliza­
tions. The item receiving the highest mean score concerned involving stu-
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dents in the learning process. Other items receiving relatively high mean 
scores concerned, exhibiting concern for pupils and their learning, 
expressing concepts accurately, providing a combination of activities to 
lead to attainment of objectives, and selecting appropriate concepts. 
Three clusters of items emerged when a correlation of the items on the 
Analysis of Teaching Instrument was computed. These three clusters plus 
the total score on the instrument were treated as separate variables on a 
subsequent correlation computed with scores on other instruments and data 
concerning the professional background and current assignment of the teach­
ers. A significant negative relationship existed between college degree 
and Clusters I and II as well as the total score. Cluster II and the total 
score were each significantly negatively correlated with the years of 
teaching the physically handicapped and the number of students met per 
week. 
Teachers and principals were queried concerning their suggestions for 
home economics programs designed to prepare teachers to work with physi­
cally handicapped students. Both principals and teachers recommended the 
inclusion of experiences that would allow interaction with physically dis­
abled persons throughout the teacher education program. Academic course 
work relating to handicapping conditions was also suggested as was academic 
course work relating to methods and techniques of teaching physically hand­
icapped students. 
Both teachers and principals delineated the specific competencies they 
believed teachers needed in order to work successfully with physically 
handicapped students. Both groups gave priority to those competencies 
related to individualizing programs, adapting curriculum, and understanding 
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the characteristics and needs of handicapped persons. Competencies relat­
ing to human relations were also considered important. 
Teachers and principals both indicated there were specific personal 
qualities that contributed to successful teaching of physically handicapped 
students. Among those mentioned most frequently were patience, flexibil­
ity, emotional stability, resourcefulness, empathy, and objectivity. Both 
groups suggested a screening process be incorporated into the teacher edu­
cation program to screen out those who did not possess the personal quali­
ties deemed helpful in teaching physically handicapped persons. 
Principals revealed a concern that home economics teachers emerge from 
a teacher education program with appropriate credentials to teach in their 
schools. Most of the schools in the study were "special" schools in that 
they served primarily physically handicapped students thus the administra­
tors were bound by legislation to employ teachers who had certificates in 
special education. The principals indicated they preferred to hire a home 
economist for che position of home economics teacher, and this preference 
was reflected in the fact that 20 of the 26 teachers had specialized in 
home economics in their college programs. The principals also recommended 
that this certification be valid for both elementary and secondary levels 
as in the majority of their schools home economics was offered to both 
elementary and secondary students. 
Due to the right to education movement (Elam, 1974) and the trend to 
mainstreaming (Gallagher, 1974), it is conceivable that many home economics 
teachers will have physically handicapped students enrolled in their 
classes. In addition, if the schools serving physically handicapped stu­
dents that participated in this study are representative of other schools 
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across the nation serving this type of student, they, too, will undoubtedly 
prefer to employ home economists to serve as home economics teachers at 
both the elementary and secondary levels. Therefore, the investigator 
recommends that colleges and universities that prepare home economics 
teachers examine to what degree they provide a pre-service teacher educa­
tion program which prepares prospective teachers to serve physically handi­
capped students» 
Of particular concern are the home economics teachers' competencies, 
personal qualities, and credentials. On the basis of this study, it would 
seem that teachers need to be particularly competent in developing and 
adapting curriculum, individualizing instruction, and understanding the 
needs and characteristics of handicapped students. For those teachers who 
may be employed in "special" schools, an understanding of the characteris­
tics and methods of teaching elementary age children would be beneficial as 
well as an understanding of the characteristics and needs of multiply hand­
icapped youth. 
Prospective home economics teachers might be made aware of the per­
sonal qualities that would enhance their effectiveness when working with 
physically handicapped students. Volunteer or practicum experiences that 
would provide them with contact with disabled youth may be sufficient to 
develop awareness of these qualities. 
Realizing that "special" schools need to have qualified teachers, pros 
pective teachers who wish to seek employment in such schools need to be 
provided this information and the opportunity to participate in an educa­
tional program that will lead to appropriate certification in both home 
economics and special education. 
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The lack of curricular materials to assist home economics teachers of 
physically handicapped students is critical. On the basis of teachers' 
responses, it seems that curricular materials are needed that would assist 
teachers in analyzing tasks, sequencing instruction, and evaluating stu­
dent progress. Since the home economics classes observed were activity 
oriented and many of the students had motor impairments, it is suggested 
that the psychomotor domain be considered as a basis for developing such 
materials. 
It is likely that home economics teachers in the regular classrooms 
will be serving more physically handicapped students. Universities and 
state departments of education could provide a service to practicing teach­
ers by offering workshops, conferences, or courses to enable the teachers 
to develop competencies needed to effectively teach physically handicapped 
youth. 
This investigator was impressed by the positive attitudes of the 
administrators toward home economics for physically handicapped students. 
Equally impressive was the dedication, professionalism, and resourcefulness 
of the teachers in this sample. However, problems do exist as pointed out 
in the context of this study. Hopefully, this study will provide the bases 
for further research, development of materials, and home economics teacher 
education program offerings that will ultimately serve the practicing home 
economics teacher of physically handicapped students. 
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First Letter to Principals, Letter of 
Introduction, and Response Form 
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Department of 
Home Economics Education 
IOWA STATE 
166 MacKay Hall 
Ames, Iowa 50010 
UNIVERSITY Telephone 515-294-6444 
March 8, 1973 
I eoa pursuing a study which will provide data to be used as a guide in the 
development of specially designed pre-service and in-service teacher education 
programs for home economics teachers of disabled students. This investigation 
will ascertain selected attitudes, characteristics, and competencies of those 
persons teaching home economics to crippled children. 
In preparation for this research effort I have completed advanced graduate 
work at Iowa State University and the University of Iowa. While enrolled at 
the University of Iowa I taught at the University Hospital School and studied 
under the school's director. Dr. R.R. Rembolt; the principal. Dr. Paul MacAreavey; 
and Mrs. Grace Young, the home economics teacher. These individuals are also 
serving as consultants to the study. 
The procedure for this investigation will include interviewing and observing 
instructors who teach home economics in day or residential schools for disabled 
children which are located in seven midwestern states. I plan to visit each 
teacher two consecutive days in April or May, 1973. 
If you have a faculty member(s) on your staff teaching home economics will you 
please permit her (them) to participate in this study? A form is enclosed for 
your convenience in responding to this request. If you have any questions 
concerning the study please call me collect, person-to-person, at 515-294-6444. 
I do hope you will be able to help in the effort to develop effective home 
economics teacher education programs for those who work with disabled students. 
Sincerely, 
Sharon Redick 
Ruth P. Hughes, Head 
Home Economics Education 
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T H E  U N I V E R S I T Y  O F  I O W A  
IOWA CITY, IOWA ***** 
52242 
l/ntomtty HospUti School 
March 7, 1973 
Re: Sharon Redick 
Dear Sir, 
I am writing to you in regard to Mrs. Redick who is undertaking an unusual in­
vestigation. This pertains in part to a study of the attitudes and knowledge 
of hone economics teachers relative to handicapped children, the methods and 
technics they are using in teaching this subject, the nature of the teaching 
performance that is evolving, and certain other aspects. She may be contacting you 
for permission to obtain data fron your center. 
I hav2 known Mrs» Redick as a very mature, astute, and inquisitive graduate student 
in my three-hour course, "Orientation to the Handicapped Child". When she contacts 
you, I solicit your kind attention to her objectives insofar as possible for you. 
Thank you for your consideration. 
Best wishes. 
Very sincerely yours. 
R. K. Kemooic, M.i) 
Director 
RRR/mg 
RESPONSE FORM 
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Name of School : 
[. Directions: Please place a check mark in the space provided next to the 
item that indicates your response to the enclosed letter. 
1. YES, we have a faculty member(s) teaching home economics and 
we are willing to participate in this study. 
2. YES, we have a faculty member(s) teaching home economics but 
we cannot participate in this study. 
3. W, we do not have a faculty member teaching home economics. 
II. If you have checked number one above please complete the following items. 
Name of faculty member teaching 
home economics: 
School address of faculty 
member teaching home economics: 
Telephone number where faculty 
member teaching home economics 
can be reached: 
III. If there are other school personnel who should be contacted regarding 
this study please indicate below: 
1 .  2 .  
(name) (name) 
(position) (position) 
(address) (address) 
(telephone number) (telephone number) 
(*) If your school has more than one faculty member teaching home economics 
please place the information concerning these additional staff members 
on the back of this sheet. 
THANK YOU. 
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First Letter to Teachers and Response Form 
I)( [xn tmcnl of 
lloinc licoiioinics Hducalion 
IOWA STATE 
UNIVERSITY 
164 IW) Mac Kay Hall 
Ames, Iowa 5(K)1() 
March 19, 1973 Telephone 515-294-6444 
The Home Rconomics Education Department at Iowa State University is interested in 
developing pre-service and in-service teacher education programs that will enable 
home economics teachers to better serve the handicapped student. 
Many questions must be answered prior to the development of such programs, such 
as, when teaching home economics related content to handicapped students what 
competencies are needed by the teacher, what teaching techniques are deemed most 
suitable, what equipment is necessary or desirable to use, and what curriculum 
materials are most useful as well as what curriculum materials are needed. In an 
effort to find answers to questions such as these a study has been designed that 
will include interviewing and observing faculty members teaching home economics 
related content to crippled children in day or residential schools located in 
seven midwestern states. 
The procedure for this investigation will include visiting each teacher for two 
consecutive days in April or May, 1973. During this time I will interview each 
teacher, observe her teach two classes, and ask her to respond to several instru­
ments related to teaching handicapped students. There ivill be no attempt to 
evaluate the teacher in terms of effectiveness; my purpose is to collect data from 
practicing teachers that will help us develop sound, practical home economics 
teacher education programs. 
The director of your school provided your naune as a faculty member teaching home 
economics related content. Will you please help us by participating in this study? 
A form is enclosed for your convenience in responding to this request. If you 
have any questions concerning the study please call me collect, person-to-person, 
at 515-294-6444. 
f do hope you will be able to help in the effort to develop effective home economics 
teacher education programs for those who work with handicapped students. 
Sincerely, 
Sharon Redick 
Ruth P. Hughes, Head 
Home Economics Education Department 
i^RSPONSR EQEMj^gg 
NAMK 
SCHOOL 
YOUR SCHOOL ADDRESS 
TELEPHONE NUMBER WHERE YOU CAN BE REACHED AT SCHOOL 
TIME MOST CONVENIENT FOR YOU TO ACCEPT A TELEPHONE CALL 
Please check one of the following: 
YES, I am willing to participate in this study. 
NO, I cannot participate in this study. 
If you have checked YES, above, I will be calling you in the near future to 
arrange a time to visit you. 
Thank you very much for your help. 
Sharon Redick 
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Thank You Letter to Principals 
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Department of 
Home Economics Education 
166 MacKay Hall 
IOWA STATE Ame,. Iowa 50010 
UNIVERSITY June 5, 1973 Telephone 515294.6444 
My travels are cccçleted new. I have visited fourteen schools 
located in six states, Iowa, Illinois, Michigan, Minnesota, Missouri, 
and Ohio. A total of twenty-seven teachers who are teaching handi­
capped students home economics related content participated in the 
stu4y. I also had thé opportunity to interview the principal and/or 
the supervisor in each school. 
I realize your time was limited and I do appreciate your willingness 
to be interviewed as part of this study. It was gratifying to observe 
home economics programs which had strong administrative st^qport. 
Now that the data for the study have been collected I will be 
analyzing it and writing my dissertation next year. I will send 
a summary of my report to each school %men the writing is co^leted, 
hopefully, next spring. 
I enjoyed visiting your school, meeting ycur faculty and students, 
and learning about the home economics program. Thank you very such 
for participating in the study and making me feel so welcomed. 
Sincerely, 
Sharon Redick 
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Thank You Letter to Teachers 
169 
Department of 
Home Economic» Education 
166 MacKay HaU 
IOWA STATE 
UNIVERSITY June S, 1973 Tdqioi» SUBt^ 
My travels are completed now - I have visited fourteen schools in 
six states and have had the privilege of working with twenty-seven 
teachers vbo are teaching home economics to handicapped students. 
Throughout my travels I have observed dedicated teachers who through 
their own efforts and ingenuity have developed and implemented 
successful home economics programs. 
Now that the data for the stud^ have been collected I will be 
analyzing it and writing my dissertation next year. I will send 
a summary of my report to each school when the writing is completed, 
hopefully, next spring. 
I am most grateful for your willingness to participate in this 
study. It was truly a pleasure to meet you and I thank you for 
making me feel so welcomed in your school. I am hoping that you 
will have a happy summer. 
Sincerely, 
Sharon Redick 
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General and Professional Data Form 
GENERAL AND PROFESSIONAL DATA FORM 
172 
I. GENERAL INFORMATION; 
1. Name ; 
2, Marital Status; 3. Number of Children; 
4. Name of institution where presently employed; 
5. Address of institution; 
6. Telephone number where you can be reached at school; 
7. Most convenient time for you to accept a phone call: 
II. PROFESSIONAL INFORMATION; 
1. Title of your present position: 
2. Years of teaching experience in this institution: 
3. Total years of teaching experience; 
a. Number of years teaching non-handicapped students: 
b. Number of years teaching handicapped students: 
4. Collegiate institutions attended; Degree: Date Granted: 
5. Professional positions Name and Location Dates 
previously held: of employer: From - To 
6. Type of teaching credential(s) held: 
7. Teaching major(s): Teaching minor(s):_ 
page two 
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8. How many college credits do you have in home economics? 
(indicate if they are semester or quarter hours) 
9. How many college credits do you have in special education? 
(indicate if they are semester or quarter hours) 
10. Professional organizations to which you currently belong: 
III. INFORMATION CONCERNING CURRENT TEACHING ASSIGNMENT; 
1. Length of contract year; 
2. Daily teaching schedule; 
Time period Course Subject matter Grade Enrollment 
Period; begins; name; emphasis ; level; Boys; Girls; 
1. 
2. 
5. 
6.  
7. 
3. Please rank the following handicapping conditions according to the 
frequency of occurence among the students currently enrolled in your classe: 
Mental retardation Blindness 
Cerebral palsy Poliomyelitis 
Muscular dystrophy _____ Osteomyelitis 
Speech defects _____ Crippled due to bone disorders 
Hearing defects ____ Crippled due to accidents 
(post trauma) 
Epilepsy 
_____ Others (please specify the 
Chronic illness handicapping condition) 
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Lesson Plan Information 
LESSON PLAN INFORMATION 
Name; School: 
Naime of class: Grade level; 
Subject matter being taucjhti 
Enrollment: Time class meets: 
Major topic of this lesson: 
Student's name: Chronological 
age; 
Mental 
age: 
Specific 
handicaps ; 
General goals to be accomplished 
in home economics: 
Ln 
page two 
Lesson Plan Information 
Objectives to be accomplished 
in this lesson; 
Teaching techniques to 
be used in lesson: 
Equipment and/or materials 
to be used in lesson: 
Evaluation techniques 
to be used in lesson: 
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Attitude toward Disabled Persons Scale 
and Answer Sheet 
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ATDP SCALE 
READ EACH STATEMENT AND PUT AN "X" IN THE APPROPRIATE COLUMN ON THE 
ANSWER SHEET. PLEASE ANSWER EVERY QUESTION. 
1. Disabled persons are usually friendly. 
2. People who are disabled should not have to pay income tax. 
3. Disabled people are no more emotional than other people. 
4. Disabled persons can have a normal social life. 
5. Most physically disabled persons have a chip on their shoulder. 
6. Disabled workers can be as successful as other workers. 
7. Very few disabled persons are ashamed of their disabilities. 
8. Most people feel uncomfortable when they associate with disabled people. 
9. Disabled people show less enthusiasm than non-disabled people. 
10. Disabled people do not become upset any more easily than non-disabled 
people. 
11. Disabled people are often less aggressive than normal people. 
12. Most disabled persons get married and have children. 
13. Most disabled persons do not worry any more than anyone else. 
14. Employers should not be allowed to fire disabled employees. 
15. Disabled people are not as happy as non-disabled ones. 
16. Severely disabled people are harder to get along with than are those 
with minor disabilities. 
17. Most disabled people expect special treatment. 
18. Disabled persons should not expect to lead normal lives. 
19. Most disabled people tend to get discouraged easily. 
20. The worst thing that could happen to a person would be for him to 
be very severely injured. 
21. Disabled children should not have to compete with non-disabled 
children. 
Copyright by Human Resources, Inc. 
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22. Most disabled people do not feel sorry for themselves. 
23. Most disabled people prefer to work with other disabled people. 
24. Most severely disabled persons are not as ambitious as other people. 
25. Disabled persons are not as self-confident as physically normal 
persons. 
26. Most disabled persons don't want more affection and praise than 
other people. 
27. It would be best if a disabled person would marry another disabled 
person. 
28. Most disabled people do not need special attention. 
29. Disabled persons want sympathy more than other people. 
30. Most physically disabled persons have different personalities 
than normal persons. 
Copyright by Human Resources, Inc. 
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ATOP SCALE ANSWER SHEET 
Name: School: 
DIRECTIONS: Use this answer sheet to indicate how much you agree or disagree 
with each of the statements about disabled people on the attached 
list. Put an "X" through the appropriate number from +3 to -3 
depending on how you feel in each case. 
+3: I agree very much -1: I disagree a little 
+2: I agree pretty much -2: I disagree pretty much 
+1: I agree a little -3: I disagree very much 
PLEASE ANSWER EVERY ITEM 
(1) -3 -2 +1 +2 +3 (16) -3 -2 -1 +1 +2 4-3 
(2) -3 -2 +1 +2 +3 (17) -3 -2 -1 +1 +2 4-3 
(3) -3 —2 — +1 +2 +3 (18) -3 -2 -1 +1 4-2 4-3 
(4) -3 -2 +1 +2 +3 (19) -3 -2 -1 +1 4-2 4-3 
(5) -3 -2 +1 +2 +3 (20) -3 -2 -1 +1 4-2 4-3 
(6) -3 —2 — +1 +2 +3 (21) -3 —2 -1 +1 4-2 4-3 
(7) -3 —2 — +1 +2 +3 (22) -3 —2 -1 TX -r2 +3 
(8) -3 —2 — +1 +2 +3 (23) -3 -2 -1 +1 4-2 4-3 
(9) -3 —2 — -rl 4-2 +3 (24) -3 -2 -1 4-1 4-2 4-3 
(10) -3 —2 — +1 +2 +3 (25) -3 -2 -1 +1 4-2 4-3 
(11) -3 —2 — +1 +2 +3 (26) -3 -2 -1 +1 4-2 4-3 
(12) -3 —2 — + 1 +2 +3 (27) -3 -2 -1 4-1 4-2 +3 
(13) -3 -2 +1 +2 +3 (28) -3 -2 -1 4-1 4-2 4-3 
(14) -3 —2 — +1 +2 +3 (29) -3 —2 -1 4-1 4-2 4-3 
(15) -3 -2 + 1 +2 +3 (30) -3 -2 -1 +1 +2 4-3 
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Knowledge of Handicapping Conditions Inventory and Key 
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KNOWLEDGE OF HANDICAPPING CONDITIONS INVENTORY * 
On the following pages you will find questions concerning gneral 
information about handicapping conditions. More than one answer 
may be correct; however, you are to select the most appropriate answer. 
DIRECTIONS: At the top of the answer sheet, in the space provided, 
write your name, date, name of school and school address. 
Mark the answer to each question in the appropriate space 
on the answer sheet. Please use a. soft lead pencil. 
Note: the numbers on the answer sheet run from left to 
right rather than from top to bottom. 
*Developed by Norris Haring, 1960. Revised by Sharon Redick, 1973. 
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KNOWLEDGE OF HANDICAPPING CONDITIONS 
Which of the following is a preferred method of educating mentally 
handicapped children (I.Q. 50-75)? 
A. to give the child work he can do with his hands. 
B. to place the child in a vocational training school. 
C. to make the program practical and less academic. 
D. to present the saune material presented to the average child but 
allowing more time for practice. 
The major goal of training the mentally handicapped is 
A. social adequacy-
H. acadomic proficiency. 
C. occupational adequacy. 
D. occupational adjustment. 
Normal children reject mentally handicapped children (I.Q. 50-75) because 
A. of their poor learning ability. 
B. of unacceptable behavior. 
C. they are usually dirty and poor. 
D. they do not "catch on." 
The emotional needs of mentally handicapped persons (T.O. 50-75) are 
A. stronger than normal children. 
B. the same as normal children. 
C. not as strong as normal children. 
D. nothing to be particularly concerned about. 
The prop<^r pl.-icoment for the slow learner (T .(j. 75-90) is in 
A. the regular classroom with special help provided when needed. 
B. special class. 
C. vocational arts. 
D. regular class until age 16 and then dropped out of school. 
In school, the slow learner (I.Q. 75-90) usually 
A. is given a lot of successful experiences, 
B. meets with a great many failures. 
C. is a leader. 
D. is aggressive. 
In grading the slow learner (I.Q. 75-90), the teacher should 
A. be realistic, if the child is a failure, fail him. 
B. grade him according to his achievement with relation to his ability. 
C. not be particularly concerned with a grade. 
D. grade him according to his I.Q. 
The development and organization of a comprehensive educational progrcun 
for the mentally handicapped is dependent upon 
A. adequate diagnosis. 
B. proper training facilities. 
C. a psychiatrist. 
D. the P.T.A. 
9. The most value can be gained from a group achievement test 
A. if the test reveals the academic achievement level of the child. 
B. if the achievement test can be related to the I.Q. 
C. if it reveals that the child is academically retarded, 
D. if each item of the test is diagnosed with respect to each child. 
10. The mentally handicapped (I.Q. 50-75) are physically 
A. markedly shorter. 
B. heavier. 
C. markedly taller. 
D. about the same as the average child of the same age. 
11. The mentally handicapped child (I.Q. 50-75) 
A. looks quite different from other children. 
B. is in need of an educational program especially designed for his needs. 
C. can never be self-supporting. 
D. cannot benefit from any educational program. 
12. The mentally handicapped individual (I.Q, 50-75) usually becomes 
A. a skilled craftsman. 
B. a professional person. 
C. a semi-skilled or unskilled laborer. 
D. unemployable. 
13. Children with learning disabilities have 
A. at least average intelligence. 
R. superior intelligence 
C. retarded intelligence. 
D. may have somewhat retarded, average, or superior intelligence. 
14. Children with learning disabilities have the most difficulty in 
A. reading. 
B. arithmetic. 
C. spelling. 
D. geography. 
15. The mentally handicapped (I.Q. 50-75) have 
A. markedly inferior motor development. 
B. superior motor development. 
C. superior physical development. 
D. about average motor development. 
16. The reaction of the public toward the retarded child seems to be 
A. rejecting. 
B. somewhat understanding but not completely accepting. 
C. accepting. 
D. express feeling of acceptance but really feel rejecting. 
17. Which of the following are not articulatory defects 
A. thome for some. 
B. wun for run. 
C. perty for pretty. 
D. doddie for doggie. 
- 3 -
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IH. Thf pr<'s<Mic<* of adtMioiclal growths ro.vy result in 
A. iins.iLily. 
I'.. fh n.is.il i f.y. 
( . ho.'irsoiu'ss. 
I). bri'.nlh ! iic».ss. 
l'>. Whicili <»r tho following problems is most likely associated with montai 
retardation? 
A. functional articulatory problems. 
B. cleft palate speech. 
C. ideoglossia 
D. stuttering. 
20. Speech correctionists in the public schools do all of the following 
but one 
A. give speech correction to individual children. 
B. give lip reading to hard-of-hearing children. 
C. instruct teachers in methods of speech correction that they can 
use in their regular classes. 
D. teach classes for the deaf. 
21. Stuttering is often the result of 
A. cleft palate. 
B. emotional problems. 
C. malformation of the teeth. 
D. brain lesions. 
22. Which of the following voice problems are likely to bo more frequent 
in high school girls? 
A. nasality. 
B. breathiness. 
C. rapid rate. 
D. insufficient loudness. 
23. The most common speech problem among elementary school children is 
A. functional articulatory problems. 
B. cleft palate speech. 
C. stuttering. 
D. voice problems. 
24. According to contemporary research which of the following is the 
principal etiological factor in stuttering? 
A. the principle etiological factor is undetermined. 
B. inadequate cerebral dominance. 
C. acquired anxiety relating to speech fluency. 
D. hereditary predisposition. 
25. Teachers help the stuttering child most effectively by 
A. supplying him with words he cannot say. 
B. urging him to relax and speak more slowly. 
C. give him as much practice as possible by calling upon him more often. 
D. waiting for the child to finish speaking regardless of the difficulty 
he is experiencing. 
20. Functional nasality is usually associated with 
A. inadequate nasopharyngeal closure. 
H. blockagp of the nasal pharynx by excessive adenoid tissue. 
C. misuse of the vocal chords. 
I). spoaking on inspiration. 
27. All but one of the following choices affect the thinking and performance 
of most brain-injured children 
A. lack of ability to discriminate between essential and nonessential 
details. 
R. disturbances in concept formation. 
C. disturbances in emotional behavior. 
D. severe retardation. 
.?a. The most important etiological factor of cerebral palsy is 
A. I?h factor. 
l i .  b i r th  in jury .  
(. rubella during the first trimester. 
n. heredity. 
2»). Which one of the following is not a clinical type of cerebral palsy? 
A. spasticity. 
li. athetosis. 
C. poliomyelitis. 
n. rigidity. 
30. The intellectual ability of cerebral palsy children as a group is 
A. normal. 
R. above normal. 
C. below norhal. 
u. impossible to evaluate. 
31 . The principal reason that severe spastics with normal intelligence 
ar<» sometimes found in institutions for the feeble minded is 
A. the parents do not want them around. 
R. they cannot be helped anyway. 
(. it is impossible to obtain an adequate mental test on them. 
n. the institution has the best training facilities for them. 
32. Rrain injured children may display all of the following characteristics 
<xcept one 
A. disinhibition. 
R. distractibility. 
C. foreground and background disturbance. 
D. high organization ability. 
33. The mentally retarded brain-injured child is very frequently described as 
A. an exogenous child. 
B. a psychopathic child. 
C. an endogenous child. 
n. a schizophrenic child. 
—5— 
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34. The classroom to be used for teaching brain-injured children should be 
A. very colorful. 
R. include much stimuli. 
C. have ample window area. 
D. have a minimum amount of stimuli. 
in .  In  l ( \»(  h ing  br ;v in- i i i ju r t ' c l  « l i l ld r t ' i i ,  t l» '  mat t^r ia l  such  as  numbt^rs ,  
l e t te rs  and  f igur t^s  should  be  
A. uniform in size and shape. 
B. varied in size, shapes and colors. 
C. very small. 
D. all the same color. 
36. The most common clinical type of cerebral palsy is 
A. ataxia. 
B. athetosis. 
C. rigidity. 
D. spasticity. 
37. Studies have shown that the emotional adjustment of the cerebral 
palsied as a group is 
A. normal. 
B. above normal. 
C. less than normal. 
D. more adequate in spastics than athetoids. 
18. Anoxia is a condition in which the brain 
A. receives insufficient oxygon. 
B. is underdeveloped. 
C. is too large. 
D. has suffered from hemorrhage. 
39. The emotional adjustment in the home of the cerebral palsied would 
be expected to be 
A. about the same as the average home. 
B. more stable than the average home. 
C. probably less stable than the average home. 
D. extremely unstable. 
40. The reaction of society as a whole toward the cerebral palsied is 
A. somewhat rejecting. 
B. as accepting as toward the normal. 
C. completely accepting. 
D. completely rejecting. 
41. Poliomyelitis is caused by 
A. heredity. 
B. Rh factor. 
C. a virus. 
D. lack of rest. 
42. Epilepsy is a result of 
A. brain injury. 
B. a virus. 
C. Rh factor. 
D. malnutrition. 
-6-
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43. Epilepsy occurs in approximately 
A. one person in every 200. 
R. one person in every 20. 
one person in every 400. 
D. ono person in every 10. 
44. In g(neral the clinical type of cpilcptic seizures in which emotional 
maladjustments occur more often is 
A. petit mal. 
B. psychomotor attacks. 
C. Jacksonian. 
D. grand mal. 
45. If one of your pupils has an epileptic seizure you should 
A. run out of the room for help. 
B. keep him from getting into a dangerous position. 
C. stick your fingers in his mouth to keep him from biting his tongue. 
D. rush all of the children out of the room. 
46. After the child has had an epileptic seizure in your classroom you should 
A. reassure the child and calm his classmates. 
B. see that a doctor is called. 
C. point out to his classmates that he may be dangerous, 
D. send the child florae for a week. 
47. In children there are many instances, particularly in adolescence, 
of obesity which are most frequently caused by 
A. pituitary disorders. 
B. excessive intake of food. 
C. lack of activity. 
D. rapid development. 
48. The gland that has to do with the general metabolic activity is the 
A. thyroid gland. 
B. pituitary gland. 
C. lymph gland. 
D. pancreatic glsmd. 
49. Studies by means of interviews, observations, and reports of information 
indicate that physically disabled persons are 
A. better adjusted thaoi normal persons. 
B. as well adjusted as normal persons. 
C. all maladjusted. 
D. more frequently maladjusted than physically normal persons. 
50. Social and emotional maladjustment in physically handicapped children 
A. is present in all cases. 
B. can be related to their mental ability. 
C. is dependent upon the number auid severity of the problems. 
D. is less of a problem than in normal children. 
51. The attitudes of parents toward their disabled children tend to be 
A. oversolicitious, rejecting. 
B. accepting, understanding. 
C. the same as toward their normal children. 
D. more positive thaui toward their normal children. 
-^rgô 
52. The attitudes of teachers toward handicapped children is 
A. verbalized acceptance but somewhat rejecting. 
B. completely accepting. 
C. the same as toward normal children. 
D. more understanding. 
53. The attitudes of disabled children toward themselves tend to be 
A. not significantly different from normal children. 
B. negative. 
C. accepting. 
D. more positive than normal children, 
54. A legally blind child is one who has a visual acuity after correction of 
A. 20/70 to 20/150. 
B. 20/150 to 20/200. 
C. 20/20 to 20/70 
D. 20/200 or less. 
55. A partially seeing child is one who has a visual acuity after 
correction of 
A. 20/20 to 20/60. 
B. 20/70 to 20/200. 
C. 20/200 to 20/300. 
D. 20/300 or less. 
56. The blind 
A. have superior sensory acuity. 
B. pay attention to auditory cues more them do seeing people. 
C. develop a sixth sense. 
D. have superior musical ability. 
57. The school in which the program for the education of the blind 
should be one in which the enrollment is made up of 
A. blind and partially sighted children. 
B. sighted children. 
C. crippled children. 
D. mentally retarded children. 
58. The realistic goal of the educational program of the blind child 
should be 
A. to de-emphasize the handicap to the extent that attention is 
focused on the child. 
B. to help the child forget about his blindness. 
C. train the child's sixth sense. 
D. integrate the child with physically handicapped children. 
59. The most helpful attitude toward the blind child's achievement is 
A. sympathetic. 
B. nonsentimental. 
C. emotional. 
D. narcissistic. 
—8— 
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60. Which of the following methods is least effective in helping a 
child to behave adequately in any particular situation? 
A. providing more time for the effective solution of the child's 
problem. 
B. removing psychological restraint upon his behavior, 
C. giving the child good advice as to how he should behave. 
D. giving him an opportunity to express his feelings. 
61. The most effective method to use in preparing a child to intelligently 
solve problems in adult life is to 
A. require the child to solve that problem in childhood. 
B. give the child good examples of solutions to adult problems. 
C. give the child increased opF>ortunity and freedom to differentiate 
the solution of his own immediate problems. 
D. point out to the child the mistakes he makes in his solution 
and show him how he could have made a better solution. 
62. Habits that children form are a result of 
A. repetition. 
B. success in the satisfaction of needs. 
C. practice. 
D. avoidance techniques. 
63. If repetition is imposed by the teacher in such a manner that the 
child is unable to notice progress and feels that he is failing, 
the result usually causes the child to 
A. work harder in order to find success. 
B. discover a technique of avoidance. 
C. gain new insights. 
D. become encouraged. 
64. To the extent that the schools attempt to develop each child to 
maximum capacity as a productive and happy member of society, the 
real test of their success is 
A. the degree to which the pupils can use desirable techniques in 
school. 
B. the degree to which they voluntarily use desirable techniques 
in their daily lives. 
C. the degree to which the subject matter is meaningful to them. 
D. the degree to shich they can transfer the subject matter. 
65. The most effective method of helping a child to overcome a phobia is 
A. ignoring the child's fears. 
B. removing the child from the object or situation which causes his fear. 
C. practical demonstrations of the harmlessness of the object he fears. 
D. helping the child to develop skills so that he will be able to 
cope with tne object he fears. 
66. The most logical approach to understauiding behavior disorders in 
children is to 
A. understand the cause of the disorder. 
B. deal with the symptom. 
C. ask the child why he misbehaves. 
D. find out from the child's parents why he misbehaves. 
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HANDICAPPING CONDITIONS INVENTORY 
1. C 
2. A 
3. D 
4. B 
5. A 
6. B 
7. B 
8. A 
9. A 
10. D 
11. B 
12. C 
13. A 
14. A 
15. D 
16. B 
17. C 
18. B 
19. A 
20. D 
21. B 
22. C 
23. A 
24. A 
25. D 
26. A 
27. D 
28. B 
29. C 
30. C 
31. C 
32. D 
33. D 
34. D 
35. A 
36. D 
37. C 
38. A 
39. C 
40. A 
41. C 
42. A 
43. A 
44. B 
45. B 
46. A 
47. B 
48. A 
49. D 
50. C 
51. A 
52. A 
53. B 
54. D 
55. B 
56. B 
57. B 
58. A 
59. B 
60. C 
61. C 
62. B 
63. B 
64. B 
65. D 
66. A 
193 
Degree of Contact Index 
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DEGREE OF CONTACT WITH PHYSICALLY DISABLED PERSONS 
Please put a check mark (x) beside each of the statements which you feel 
describe the amount and kinds of contact you have had with disabled persons 
(children and adults) outside of the teaching situation. 
1. At least one member of my family has a physical disability tdiich 
other people know about. 
2. I have never helped a person with a permanent physical disability 
with his problems. 
3. I have watched movies on television or read stories in books which 
described the life and problems of physically handicapped people. 
4. I have or had a close friend who has an amputation, is crippled, 
or bed-ridden. 
5. I have visited institutions or special schools where children or 
adults who have physical disabilities are cared for. 
6. I have seen a person who was incapable of dressing or feeding him­
self. 
7. I have helped a blind person cross a street or helped another 
physically handicapped person in a similar way on more than one 
occasion. 
8. Articles in newspapers about the physically disabled would not be 
of special interest to me. 
9. ____ I have never had a close friend or relative who has had a severe 
physical disability. 
10. _____ I have had employment in some capacity where I was paid to help 
physically disabled persons in some way. 
11. I often see and sometimes talk to several physically handicapped 
persons during a normal week. 
12. No members of my immediate family has a physical disability. 
13. ______ Contacts through my work have never caused me to deal with physi­
cally handicapped persons. 
14. I personally know someone who was unable to find employment 
because he or she was severely physically disabled. 
15. ______ I have never taken the time to visit centers for the care of 
severely physically disabled persons. 
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I have never talked to physically disabled persons about their 
problems. 
I have read literature about programs for the physically disabled. 
I have found it very difficult to talk to physically disabled 
acquaintances of mine about their personal problems. 
I have asked several physically disabled persons about how they 
came to be that way. 
The activities of my normal week would probably not present an 
opportunity for me to see or talk to more than one physically dis­
abled person. 
I have been in a social setting where a physically handicapped 
person was present but did not participate actively with him or 
her individually. 
I have been a member of a group or team where a physically disabled 
person was also a member of the same group or team. 
My contact with physically disabled persons has not included per­
sons who were incapable of feeding or dressing themselves. 
I have never talked directly with a person \^o was permanently in 
a wheelchair or bedridden. 
I have had or presently have classmates in school who were physi­
cally disabled and have attempted sost of the things I attempted. 
I know more than one physically disabled person but have never 
established a close friendship with any of them. 
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Ambiguity Tolerance Scale and Key 
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TEACHER QUESTIONNAIRE 
Please do not spend too much time on the following items. There are no 
right or wrong answers and, therefore, your first response is very impor­
tant. Please respond as quickly as possible. 
Mark % for true and F for false; place your answers on the answer 
sheet marked Teacher Questionnaire. USE A PENCIL. 
Be sure to answer every question. 
1. A problem has little attraction for me if I don't think it has a solu­
tion. 
2. I am just a little uncomfortable with people unless I feel that I can 
understand their behavior. 
3. There's a right way and a wrong way to do almost everything. 
4. I would rather bet 1 to 6 on a long shot than 3 to 1 on a probable win­
ner. 
5. The way to understand complex problems is to be concerned with their 
larger aspects instead of breaking them into smaller pieces. 
6. I get pretty anxious when I'm in a social situation over which I have 
no control. 
7. Practically every problem has a solution. 
8. It bothers me when I am unable to follow another person's train of 
thought. 
9. I have always felt that there is a clear difference between right and 
wrong. 
10. It bothers me when I don't know how other people react to me. 
11. Nothing gets accomplished in this world unless you stick to some basic 
rules. 
12. If I were a doctor, I would prefer the uncertainties of a psychiatrist 
to the clear and definite work of someone like a surgeon or X-ray spe­
cialist. 
13. Vague and impressionistic pictures really have little appeal for me. 
14. If I were a scientist, it would bother me that my work would never be 
completed (because science will always make new discoveries). 
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15. Before an examination, I feel much less anxious if I know how many ques­
tions there will be. 
16. The best part of working a jigsaw puzzle is putting in the last piece. 
17. Sometimes I rather enjoy going against rules and doing things I'm not 
supposed to do. 
18. I don't like to work on a problem unless there is a possibility of com­
ing out with a clear-cut unambiguous answer. 
19. I like to fool around with new ideas, even if they turn out later to be 
a total waste of time. 
20. Perfect balance is the essence of all good composition. 
Questionnaire was developed by Dr. Alfred P. MacDonald, Jr., West 
Virginia University. 
199 
Ambiguity Tolerance Test Key 
1. F 
2. F 
3. F 
4. T 
5. T 
6. F 
7. F 
8. F 
9. F 
10. F 
11. F 
12. T 
13. F 
14. F 
15. F 
16. F 
17. T 
18. F 
19. T 
20. F 
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Analysis of Teaching Instrument 
% 
ANALYSIS OF TEACHING INSTRUMENT* 
Analysis of Teaching 
202 
During the class session, the home economics education student: 
1. Indicated purposes of the class within the introductory statements. 
Purposes: paraphrase of written objectives for the class session, 
pre-class activities, such as roll call and collecting assignments, 
are not to be considered. 
1 50 99 
no statement of content or statement of content or 
topic of objectives or topic of all objectives 
level of learning and level of learning 
2. Related major parts of the lesson to each other either by statement or 
flow of plan. 
Part; either a change in activity or concept identifies change in parts. 
1 50 99 
parts are not related by parts are related either 
statement or flow of plan by statement or flow of plan 
3. Provided a combination of activities likely to lead to attadnment of 
objectives (as indicated in lesson plan). 
1 50 99 
no activities related to activities related to 
objectives, or not well- objectives emd well-devel-
developed oped 
4. Selected concepts appropriate for home economics instruction at the 
secondary level. 
Appropriateness: included in AHEA Concepts amd Generalizations, their 
development is an importaint responsibility of the school, and/or the 
concept will provide insight in dealing with situations in social and 
cultural learnings. 
1 50 99 
concepts selected are concepts selected are 
inappropriate appropriate 
5. Expressed concepts accurately. 
Accurate expression implies that concepts are based on objective data, 
experience, and/or on theory accepted by specialists in the field. 
1 50 99 
all concepts inaccurately all concepts accurately 
expressed expressed 
Developed by Barbara Clawson and Janice Morgan, Iowa State University. 
-2-
203 
6. Developed generalizations including their being stated (as indicated in 
the plan). 
Criteria for generalizations include underlying truth, universality, 
and expression of relationship or a definition or description. The 
generalization may be developed either inductively or deductively. 
50 
no generalizations devel­
oped or stated 
99 
generalizations well-devel-
oped and stated 
7. Guided pupils to state generalizations or conclusions (as indicated in 
plan). 
50 
no generalizations stated 
by pupils 
99 
all generalizations stated 
by pupils 
8. Asked questions vdiich contributed to the achievement of the objectives 
by the pupils. 
In order for questions to contribute to the achievement of objectives, 
the questioning process would have played a role in the development of 
the objectives. 
50 
no questions were asked, 
questions were irrelevant, 
or no pupil response 
questions were adequate in 
number, relevant, and stim­
ulated response 
9. Clarified statements vAien questioned on a specific point or rephrased 
content when it was not understood. 
Rating abcvs 50 involves clarific&ticn other than repetition. This 
item applies when questions are asked by pupils and/or when teacher 
asks questions to n^ich responses indicate clarification is needed. 
50 
no clarification of ques­
tions or pupil com­
ments 
99 
all questions or pupil 
comments clarified 
10. Admitted lack of knowledge on a point she did not know and suggested 
means of finding answers; or in other cougarable ways admitted limita­
tions in her knowledge. 
50 
not open, honest about 
lack of knowledge (illus­
trated by bluffing, ignor­
ing, or changing subject) 
99 
open, honest about lack of 
knowledge; if plausible, 
suggests means of finding 
answers 
11. Involved pupils in the learning process. 
Involvement may be either verbal or physical participation and 
includes majority of pupils (as well as can be determined). 
no pupil response or 
activity 
pupils involved throughout 
-3-
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12. Exhibited concern for pupils and their learning. 
1 50 99 
exhibited by teacher giv­
ing threats, talking down 
to pupils, teaching lesson 
plan rather tham pupils. 
no concern for pupils concern for pupils exhib­
ited by teacher listening 
to pupil comments, accept­
ing tone, interaction 
between teacher and pupils 
or by ignoring pupil com­
ments 
13. Used opportunities for teaching which arose unexpectedly. 
Answers to student questions directly related to the topic vdiich do 
not involve new dimensions are not to be considered. 
with interruptions or 
digressions 
14. Provided opportunities for open-ended inquiry on the part of the pupils. 
Open-ended inquiry involves opportunities for pupils to e3q>lore and 
discover for themselves. This may include questions involving induc­
tive thinking. 
1 50 9 
no recognition of unex­
pected teaching opportu­
nities auid/or impatient 
recognized unexpected 
opportunities and utilized 
"teachable" sosent 
1 
no opportunity for inquiry 
or no pupil response 
50 99 
opportunities were pro­
vided and pupils responded 
15. Showed consistency between lesson plan and class session 
1 
no consistency between 
plem and class session 
50 9 
class session•consistent 
with plan 
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CHECKLIST FOR PHYSICAL FACILITIES AND ORGANIZATION 
PHYSICAL FACILITIES: 
______ 1. Planning and layout of department. 
2. Space provisions. 
3. Quality of equipment, materials, and supplies to meet curricular 
needs. 
4. Amount of materials, equipment, and supplies to meet curricular 
needs. 
5. Safety and sanitation of facilities. 
6. Care and maintenance of department. 
7. Other: 
ORGANIZATION: 
I. Program is available to all students. 
2. School program is coordinated with home. 
3. School program is coordinated with community. 
4. Scheduling - extra time provided for students who need it. 
5. Occupational offerings. 
6. Public relations - news releases, etc. 
7. Funds are provided for new equipment, materials. 
_______ 8. Student hone economics organizations. 
______ 9. Advisory committee. 
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APPENDIX E; PRINCIPALS' INTERVIEW SCHEDULE 
AND RESPONSES 
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Principals' Interview Schedule 
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INTERVIEW QUESTIONS FOR PRINCIPAL 
1. What are the major educational goals of this school? 
2. Who determines the overall philosophy and goals of this school? 
3. Who is responsible for curriculum development in this school? 
4. What major areas are stressed in the curriculum? 
5. What educational background and experience would be required of 
teacher candidates? 
6. What personal characteristics do you look for in teacher candidates? 
7. Do you feel there are any specific competencies that are needed to 
teach handicapped students? 
8. What role do you see homemaking playing in the educational program 
for handicapped students? 
9. What suggestions would you give to those who are planning a teacher 
education program specifically designed for home economics teachers 
who will be teaching handicapped students? 
10. Any further comments? 
4» 
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Principals' Responses to Interview Questions 
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Table 17. Principals' responses to interview question; What are the major 
educational goals of this school? 
Response N 
Develop individual student potential 4 
Provide career education 3 
Same as those of a regular school 3 
Determine individual student's functional level and provide an 
appropriate program to meet those needs 3 
Determine student needs and provide an appropriate program to meet 
those needs 3 
Enable students to be integrated into the regular classroom 2 
Enable students to become contributing members of society 1 
Enable students to be independent and self-sufficient 1 
Table 18. Principals' responses to interview question: Who determines the 
overall philosophy and goals of this school? 
Response N 
School staff 12 
Students determine realistic goals for themselves 1 
School staff, parent advisory board, former students, school 
administrators 1 
Student needs 1 
Committee 1 
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Table 19. Principals' responses to interview question; Who is responsible 
for curriculum development in this school? 
Response N 
School staff 6 
Curriculum committee 3 
School staff, unit supervisor, and state special education 
specialist 1 
School staff and coordinator 1 
State curriculum guide 1 
City curriculum guide 1 
Table 20. Principals' responses to interview question: What major areas 
are stressed in the curriculum? 
Response N 
Vocational education, occupational skills, and career education 5 
Academic areas 4 
Adaptive skills, self-help skills, and everyday living skills 3 
Care of self 2 
Consumer education 
Care of clothing 
Social interaction skills 
Work study program 
Same as those stressed in regular schools 
All areas pertinent to students' needs 
Sex education 
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Table 21. Principals* responses to interview question; What educational 
background and experience would be required of teacher candi­
dates? 
Response N 
Home economics plus course in special education 8 
Home economics 7 
Special education 4 
Home economics plus special education 3 
Special education or home economics plus courses in special educa­
tion 2 
Special education or elementary education 1 
Occupational therapy I 
Table 22. Principals' responses to interview question: What personal 
characteristics do you look for in teacher candidates? 
Response N 
Empathy 8 
Understanding 8 
Patience 8 
Flexibility 8 
Objectivity 5 
Interest in students 3 
Emotional stability 3 
Warmth 2 
Adaptability 2 
Dedication 2 
Inventiveness 2 
Positive attitude toward handicapped persons 
Good physical and mental health 
Tolerance 
Ability to cope with repetitive tasks 
Self-reliant 
Mature 
Sense or humor 
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Table 23. Principals' responses to interview question; Do you feel there 
are any specific competencies that are needed to teach handi­
capped students? 
Response N 
Knowledge of handicapping conditions 3 
Ability to individualize instruction 2 
Ability to adapt curriculum 2 
Broad educational background 2 
Skillful in human relations 2 
Knowledge of medical terminology 
Understanding of therapists' work 
Skill in prescriptive teaching 
Ability to diagnose educational needs and learning difficulties 
Perform task analysis 
Be creative with resources 
Skillful in using a variety of teaching techniques and methods 
of instruction 
Knowledge of mental retardation 
Understanding of psychological testing 
Knowledge of basic psychology 
Knowledge of human development 
Competency in own subject matter field 
Ability to develop rapport 
Sensitivity to human needs 
Ability to express oneself 
Ability to work independently 1 
Have realistic expectations of handicapped students 1 
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Table 24. Principals' responses to interview question: What role do you 
see homemaking playing in the educational program for handicapped 
students? 
Response N 
Help students become functional family members 7 
Provide students with experiences in daily living 7 
Providing further elaboration of student self-care 6 
Help students develop social skills 4 
Help students develop positive self-concepts 3 
Provide students with homemaking skills for personal use 2 
Help students develop home economics related skills that lead to 
employment 1 
Provide student with exploratory experiences in homemaking 1 
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Table 25. Principals' responses to interview question: What suggestions 
would you give to those who are planning a teacher education 
program specifically designed for home economics teachers who 
will be teaching handicapped students? 
Response N 
Practicum experience 10 
Exposure to all types of handicapping conditions 8 
Developing skill in human relations 6 
Home economics 6 
Psychology 5 
Psychology of exceptional children 5 
Volunteer or work experiences that provided contact with disabled 
persons 4 
Special methods of teaching handicapped 
Methods of prescriptive teaching 
Educational diagnostic techniques 
Team teaching 
Courses in mental health 
Guidance counseling 
Medical terminology 
Characteristics of major handicaps 
Educational implications of handicapping conditions 
Physiology 
Learning disabilities 
Child development 
Public relations 
Adapting facilities 
Learning theory 
Tests and measurement 
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218 
Teachers' Interview Schedule 
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TEACHER INTERVIEW QUESTIONS 
1. What professional background is necessary to teach honemaking in 
this school? 
2. Upon what philosophy is this homemaking program based? 
3. What do you see as the major needs of handicapped students? 
4. Of these needs which do you feel can best be met through home economics? 
5. What subject matter areas of home economics are emphasized in this 
program? 
6. What differences do you see in teaching handicapped students as 
compared to teaching non-handicapped students? 
7. What teaching techniques do you find particularly useful in teaching 
the handicapped student? 
8. What teaching competencies do you feel are needed by the teacher to 
effectively teach the handicapped student? 
9. What curriculum materials are available to you for teaching homemaking 
to handicapped students? What materials are needed? 
10. In what way does the homemaking teacher serve as a team member in 
this school? 
11. What personal qualities does a teacher need to possess to vjork 
effectively with handicapped students? 
12. What do you see as the major strengths of this homemaking progrsum? 
13. What aspect of this program do you feel needs improvement? 
14. What suggestions would you give to those who are planning a teacher 
education program specifically designed for home economics teachers 
who will be teaching handicapped students? 
15. Of the handicapping conditions occuring among the students enrolled 
in your classes which do you feel presents the greatest challenge 
to the teacher? Why? 
16. In what ways do you emphasize occupational concepts in your program? 
17. Any further comments? 
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221 
Table 26. Teachers* responses to interview question: What professional 
background is necessary to teach homemaking in this achool? 
Response N 
Certification of home economics plus course work in exceptional 
children 8 
Certification in home economics 7 
Special education certificate 4 
Home economics certificate plus certificate in special education 3 
Either special education certificate or home economics certificate 
with course work in special education 2 
Elementary or special education certificate 1 
Occupational therapy 1 
Table 27. Teachers' responses to interview question: Upon what philosophy 
is this homemaking program based? 
Response N 
Physically handicapped students should become as self-sufficient 
and independent as possible 
Individualized instruction permits the optimum development of the 
child 
Physically handicapped persons can function better when they have 
a positive self-concept and are able to adjust to societal con­
ditions 
Acquisition of basic living skills can help physically handicapped 
persons realize self-sufficiency and independence 
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Table 28. Teachers' responses to interview question: What do you see as 
the major needs of handicapped students? 
Response N 
Socialization 15 
Acceptance by nonhandicapped person 9 
Develop socially acceptable behavior 8 
Positive self-concept 8 
Self-sufficiency and independence 7 
Basic living skills 7 
Pre-vocational and vocational skills 6 
Experiencing daily living activities 4 
Table 29. Teachers' responses to interview question: Of these needs, 
which do you feel can best be met through home economics? 
Response N 
Basic living skills 12 
Socialization 10 
Positive self-concept 9 
Experiencing common activities 9 
Self-sufficiency 7 
Pre-vocational 6 
Vocational skills 2 
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Table 30. Teachers' responses to interview question: What subject matter 
areas of home economics are emphasized in this program? 
Response N 
All areas of home economics 12 
All areas except family life, child development, and sex education 5 
Food and clothing 3 
Foods, clothing, and home care 2 
Foods, clothing, and personal relationships 2 
Foods, clothing, and grooming 1 
Table 31. Teachers' responses to interview question: What differences do 
you see in teaching handicapped students as compared to teaching 
nonhandicapped students? 
Response N 
Discipline is less of problem with physically handicapped students 7 
Curriculum must be adapted for physically handicapped 6 
Physically handicapped seemed to have greater motivation 6 
Physically handicapped require longer time to achieve objectives 5 
Program must be individualized 3 
No response 2 
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Table 32. Teachers' responses to interview question; What teaching tech­
niques do you find particularly useful in teaching the handi­
capped student? 
Response N 
Demonstrations 14 
Individualized techniques including learning packages 13 
Laboratory experiences (active student participation) 11 
Including a variety of techniques daily 4 
Visual experiences 3 
Discussions 2 
Discovery techniques 2 
Role playing 2 
Peer tutoring 2 
Questioning 1 
Field trips 1 
Table 33. Teachers' responses to interview question: What teaching compe 
tencies do you feel are needed by the teacher to effectively 
teach the handicapped student? 
Response N 
Ability to develop individualized programs 26 
Ability to adapt curriculum and curricular materials 24 
Ability to sequence instruction - break into small steps 15 
Ability to be creative with techniques, materials, and solutions 
to problems 14 
Understand the needs and characteristics of handicapped students 12 
Ability to consider handicapped students as individuals and accept 
them as they are 10 
Ability to be sensitive to students' moods and needs 3 
Ability to diagnose students' capabilities 2 
Possess a broad interdisciplinary knowledge 2 
Ability to cope with a great many differences in classroom 2 
Ability to work together with others as a team member 2 
Ability to develop rapport 2 
Possess effective communication skills 1 
Knowledge of physiological differences 1 
225 
Table 34. Teachers' responses to interview question: What curriculum 
materials are available to you for teaching homemaking to handi­
capped students? 
Response N 
None available specifically designed for teaching physically hand­
icapped youth 26 
Use regular home economics books and guides and adapt materials 26 
Missouri Guide for Teaching Educable Mentally Retarded 3 
Iowa Guide for Teaching Mentally Retarded 2 
Ohio Guide for Teaching Mentally Retarded - In-BeTweens 2 
Mealtime Manual for the Aged and Handicapped 
Institute of Rehabilitation Medicine 
New York University Medical Center 
Essades Special Editions 
630 Fifth Avenue, New York, New York 10020 2 
Minnesota Curriculum Guides in Home Economics 1 
Kansas City Elementary Home Economics Books 1 
South Dakota State Home Economics Guide 1 
Table 35. Teachers' responses to interview question: What curriculum 
materials are needed for teaching homemaking to handicapped stu­
dents? 
Response N 
Curriculum guides 26 
Helps in sequencing instruction and task analysis 14 
Activities suitable for students with handicaps 10 
Evaluation of student progress 7 
Materials for students written on very low reading level - under 
fifth grade level 5 
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Table 36. Teachers' responses to interview question: In what way does the 
homemaking teacher serve as a team member in this school? 
Response N 
Parents 17 
Occupational therapists, physical therapists, doctors, and nurses 11 
Speech and hearing specialists 7 
Other home economics teachers in school 5 
Other classroom teachers 4 
Special education consultant 4 
Social workers 4 
Did not work with other 4 
Paraprofessionals 2 
Table 37. Teachers' responses to interview question: What personal quali­
ties does a teacher need to possess to work effectively with 
handicapped students? 
Response N 
Patience 22 
Flexibility 13 
Empathy 12 
Objectivity 7 
Emotional stability 6 
Sense of humor 6 
Desire to teach handicapped children 5 
Interest in children 5 
Creativity 5 
Innovative 5 
Positive self-concept 4 
Positive attitude O 
Adaptability 3 
Accepting attitude 3 
Ability to be repetitive 3 
Able to listen 3 
Tolerance 3 
Enthusiasm 3 
Low threshold of frustration 3 
Understanding 3 
Ability to relax 2 
Willingness to work hard 1 
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Table 38. Teachers' responses to interview question; What do you see as 
the major strengths of this homemaking program? 
Response N 
Involving students in many activities 8 
The opportunities provided for practical application of skills 8 
Teachers' (their own) personal qualities, resourcefulness, dedi­
cation 5 
Individualized program 5 
Meeting needs in terms of socialization 4 
Meeting needs of pre-occupation training 4 
Administrative support 4 
Parental support 4 
Enthusiasm displayed by teachers 4 
Students' interest in home economics 4 
Meeting emotional needs of students 4 
Meeting intellectual needs of students 4 
Preparing students to use leisure time effectively 4 
Small size of classes 3 
Table 39. Teachers' responses to interview question: What aspects of this 
program do you feel needs improvement? 
Response N 
Curriculum development and more curricular materials 12 
Include more home economics concepts in curriculum 6 
Improved facilities and equipment 5 
A change in scheduling to allow more periods per week for home 
economics 2 
A change to flexible modular scheduling to allow both teacher and 
students to be flexible 2 
More assistance with class from teacher aides 2 
Professional background - opportunity to have in-service programs 
related to home economics for physically handicapped 2 
Enroll students in home economics at younger age 2 
Need for student materials 1 
Grouping of students by capability 1 
More assistance from special education consultant 1 
Student evaluation 1 
Individualized instruction based on student potential 1 
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Table 40. Teachers' responses to interview question: What suggestions 
would you give to those who are planning a teacher education 
program specifically designed for home economics teachers who 
will be teaching handicapped students? 
Response N 
Practicum experiences 18 
Understanding of handicapping conditions 10 
Ability to adapt curriculum and materials 8 
Strong background in home economics 5 
Understanding of exceptional children 4 
Sociological and psychological and economic effects of handicaps 4 
Method of teaching handicapped students 4 
Course" in mental retardation 4 
Course in counseling 4 
Courses in developing human relations skills 3 
Rehabilitation and management of handicapped children 2 
Techniques of diagnosing educational needs 2 
Course in language development 2 
Courses in teaching reading 2 
Course in arts and crafts 2 
Courses in child development 2 
Evaluation techniques 2 
Course in emotional disturbances 2 
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Table 41. Teachers' responses to interview question: Of the handicapping 
conditions occurring among the students enrolled in your classes, 
which do you feel presents the greatest challenge to the teacher? 
Why? 
Response N 
Cerebral palsy 7 
Little or no use of hands 6 
Lack of coordination 6 
Lack of mobility 3 
Emotional problems 3 
Brain damage 3 
Mental retardation 2 
Students confined to wheelchair 2 
Lack of communication skills 2 
Total paralysis 1 
Multiply handicapped 1 
Blind 1 
Lack of motivation and stimulation 1 
Rebellious attitude 1 
Orthopedic handicaps 1 
Students who do not have supportive parents 1 
Table 42. Teachers' responses to interview question: In what ways do you 
emphasize occupational concepts in your program? 
Response N 
Emphasize pre-occupational skills 5 
Is emphasized in other school program 5 
Getting along with others 4 
Practicum experience 4 
dining hall 
laundry 
housekeeping aids 
volunteer work in nursing homes, skills center 
Career exploration 3 
Simulated activities - (look for job in want ads, apply, set up 
budget, etc.) 3 
Do not include occupational skills 3 
Repetitive activities 1 
Concentration 1 
Organization, ordering, matching, sorting 1 
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Table 43. Raw scores and means from formal instruments 
KHCI* ATDP^  DCI^  AT-20^  
(N=24) (N=26) (N=26) (N=26) 
52 34 2.60 16 
49 24 2.58 16 
48 22 2.56 15 
47 20 2.44 15 
46 20 2.42 14 
45 20 2.40 14 
45 18 2.37 14 
44 17 2.36 14 
44 16 2.36 14 
43 16 2.33 13 
43 16 2.33 13 
42 16 2.27 12 
42 16 2.25 12 
41 14 2.12 12 
41 14 2.10 11 
40 14 2.00 11 
39 12 2.00 10 
39 12 2.00 10 
37 11 1.88 9 
33 10 1.84 9 
30 10 1.80 9 
29 9 1.72 9 
28 o 1.45 8 
25 8 1.45 7 
7 1.14 7 
4 2 
=40.35 X=14.92 20=2.03 X=ll 
K^nowledge of Handicapping Conditions Inventory. 
A^ttitude toward Disabled Persons Scale. 
D^egree of Content Index. 
A^mbiguity Tolerance Scale. 
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Table 44. Raw scores on instruments for each subject 
Teacher 
code KHCI ATDP 
Raw scores 
AT-20 DCI ATI-r ATI-2 
01 
02 
03 
04 
05 
06 
39 
25 
52 
40 
43 
29 
8 
16 
10 
16 
20 
22 
14 
2 
15 
14 
12 
9 
2.33 
2.37 
2.33 
2.00 
1.80 
2.58 
1125 
1045 
1330 
1158 
1125 
1005 
1190 
1095 
1200 
1188 
1150 
1165 
07 
08 
09 
10 
11 
12 
46 
39 
28 
37 
45 
20 
12 
17 
10 
16 
9 
7 
10 
12 
7 
12 
11 
2.60 
2.12 
1.45 
2.25 
2.00 
2.44 
760 
1010 
1155 
1005 
1035 
1193 
920 
1005 
1000 
1280 
1070 
1100 
13 
14 
15 
16 
17 
18 
42 
42 
41 
33 
48 
44 
8 
34 
24 
12 
11 
20 
14 
13 
8 
14 
16 
9 
2.27 
2.36 
2.42 
2.40 
1.84 
1.72 
725 
1080 
1035 
1295 
500 
1399 
855 
1015 
1150 
1240 
925 
1317 
19 
20 
21 
22 
23 
24 
25 
26 
47 
43 
41 
45 
49 
44 
30 
7 
4 
14 
16 
18 
14 
14 
16 
9 
13 
15 
11 
9 
10 
16 
14 
1.45 
2. 3D 
1.14 
2.36 
2.56 
2.00 
2.10 
1.88 
1258 
1150 
1065 
1090 
1075 
1175 
1203 
1060 
1060 
a 
Knowledge of Handicapping Conditions Inventory. 
A^ttitude toward Disabled Persons Scale. 
A^mbiguity Tolerance Scale. 
D^egree of Contact Index. 
0 
Analysis of Teaching Instrument - first observation. 
A^nalysis of Teaching Instrument - second observation. 
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Table 45. Raw data from general and professional data form for each subject 
Raw data ;ciuiic J. 
:ode C/W® C/D" s / M "  S/D* P/D® P/F^  YT® YTH"^  CD^  
01 9 2 108 24 2 P 1 1 BA+ 
02 7 3 64 30 3 P 30 10 BS+ 
03 3 1 36 12 1 P 2 2 BÂ 
04 15 3 155 31 3 F 6 1 BS+ 
05 12 2 80 14 2 F 7 7 BA+ 
06 15 3 50 10 3 P 35 12 BS 
07 30 6 440 88 6 F 25 15 BA+ 
08 23 7 245 49 7 F 7 3 BA+ 
09 20 4 162 48 3 F 3 2 BS 
10 16 4 80 20 4 P 1.5 1.5 BS+ 
11 10 2 90 16 2 P 11 6 BS+ 
12 20 4 160 32 3 F 
13 20 4 320 64 1 F 14 14 MS 
14 15 3 60 12 1 F 24 11 MA 
15 20 4 70 14 3 F 11 11 MA 
16 4 2 12 6 1 P 7 6 BS 
17 15 3 120 24 2 F 8 7 MS++ 
18 25 5 90 18 4 F 5 5 BS+ 
19 20 4 400 100 2 F 14 12 BA-H-
20 12 2 80 16 2 F 3 3 BS+ 
21 25 5 230 46 1 F 18 10 BS 
22 20 4 165 33 2 F 14 4 BS4-
23 5 1 35 7 1 P 2.5 2.5 BS 
24 20 4 380 76 2 F 3 2 BS 
25 15 3 70 14 1 F 2.5 2.5 MS 
26 20 4 395 79 2 F 8 3 BS 
N^umber of classes met per week. 
N^umber of classes met per day, 
N^umber of students met per week. 
N^umber of students met per day. 
Preparation per day. 
P^art-time or full-time position. 
®Years of teaching. 
Years of teaching handicapped. 
C^ollege degree. 
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Item Analysis: Knowledge of Handicapping 
Conditions Inventory, College Sample 
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Table 46. Item analysis: Knowledge of handicapping conditions inventory, 
college sample 
Item Var^  Stdev^  Cov^  Cor 
1 80 .16 .40 .92 .36 
2 82 .15 .38 .63 .25 
3 51 .25 .50 .96 .30 
4 59 .24 .49 .85 .27 
5 67 .22 .47 .75 .25 
6 98 .02 .14 .46 .51 
7 84 .13 .37 .82 .35 
8 42 .24 .49 .39 .12 
9 34 .22 .47 .77 .25 
10 86 .12 .35 .51 .23 
11 99 .01 .10 .34 .53 
12 93 .07 .26 .59 .36 
13 18 .15 .38 .15 .06 
14 66 .22 .47 .82 .27 
15 50 .25 .50 .74 .23 
16 64 .23 .48 .77 .25 
17 79 .17 .41 .28 .11 
18 19 .15 .39 .41 .16 
19 66 .22 .47 .33 .11 
20 82 .15 .38 .89 . 36 
21 96 .04 .20 .64 .51 
22 32 .22 .47 .42 .14 
23 71 .21 .45 .68 .23 
24 34 .22 .47 .70 .23 
= Percent answering correctly. 
V^ar = Item variance. 
S^tdev = Item standard deviation. 
C^ov = Item-score covariance. 
0 Cor = Item-score correlation. 
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Table 46. (Continued) 
Item 7oR^  Var^  Stdev^  Cov^  Cor^  
25 51 .25 
26 37 .23 
27 34 .22 
28 50 .25 
29 60 .24 
30 51 .25 
31 33 .22 
32 96 .04 
33 13 .11 
34 72 .20 
35 60 .24 
36 60 .24 
37 71 .21 
38 97 .03 
39 64 .23 
40 91 .08 
41 83 .14 
42 89 .10 
43 51 .25 
44 14 .12 
45 69 .21 
46 93 .07 
47 27 .20 
48 72 .20 
49 78 .17 
50 97 .03 
51 56 .25 
52 64 .23 
53 73 .20 
54 77 ,18 
55 83 .14 
56 93 .07 
57 12 .11 
58 92 .07 
59 74 .19 
60 48 .25 
.50 .68 .21 
.48 .53 .17 
.47 1.33 .44 
.50 .81 .25 
.49 1.27 .40 
.50 .58 .18 
.47 .66 .22 
.20 .31 .25 
.34 
.45 1.08 .38 
.49 .57 .18 
.49 .22 .07 
.45 .75 .26 
.17 .36 .33 
.48 .81 .26 
.29 .44 .24 
.38 .96 .40 
.31 .81 .41 
.50 .86 .27 
.35 .31 .14 
.46 .74 .25 
.26 .57 .35 
.44 .22 .08 
.45 .64 .22 
.41 .94 .35 
.17 .49 .45 
.50 .74 .23 
.48 .74 .24 
.44 1.15 .40 
.42 1.06 .39 
.38 1.16 .48 
.26 .84 .51 
.32 .34 .16 
.27 .63 .36 
.44 .82 .29 
.50 
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Table 46. (Continued) 
Item Var^  Stdev^  Cov^  Cor^  
61 90 .09 .30 .45 .23 
62 58 .24 .49 .48 .15 
63 94 .06 .24 .55 .36 
64 61 .24 .49 .83 .26 
65 44 .25 .50 .85 .27 
66 87 .11 .34 .29 .14 
KR-20 Reliability Estimate = .73 
Error Variance = 11.27 
Standard Error of Measurement in raw scores = 3.36 
Standard Error of Measurement in T scores = 52.23 
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Item Analysis: Knowledge of Handicapping 
Conditions Inventory, Teacher Sample 
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Table 47. Item analysis: Knowledge of handicapping conditions inventory, 
teacher sample 
a b c d e 
tern 7oR Var Stdev Gov Gor 
1 83 .14 .37 
2 48 .25 .50 .72 .21 
3 35 .23 .48 - -
4 26 .19 .44 .86 .28 
5 74 .19 .44 .49 .16 
6 95 .05 .22 .94 .61 
7 82 .15 .39 .28 .10 
8 52 .25 .50 — 
9 10 .09 .30 .30 .14 
10 100 — —  -
11 100 -  —  — - - - — — 
12 74 .19 .44 — — -
13 04 .04 .20 .47 -34 
14 78 .17 .41 .18 .06 
15 61 .24 .49 - -
16 65 .23 .48 .55 .16 
17 73 .20 .45 2.68 .86 
18 0 — — -  - — - -
19 84 .13 .36 2.00 .80 
20 64 . 23  .43 1.68 .50 
21 100 - - - - — 
22 43 .25 .50 1.03 .30 
23 86 .12 .35 1.49 .61 
24 20 .16 .40 .38 .14 
= Percent answering correctly. 
b 
Var = Item variance. 
Stdev = Item standard deviation. 
d 
Gov = Item-score variance. 
e 
Cor = Item-score correlation. 
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Table 47. (Continued) 
Item Var^  Stdev^  Cov^  Cor^  
25 73 .20 
26 28 .20 
27 64 .23 
28 80 .16 
29 95 .05 
30 32 .22 
31 33 .22 
32 90 .09 
33 11 .10 
34 86 .12 
35 50 .25 
36 65 .23 
37 47 .25 
38 94 .06 
39 68 .22 
40 91 .08 
41 96 .04 
42 95 .05 
43 47 .25 
44 33 .22 
45 91 .08 
46 96 .04 
47 57 .25 
48 74 .19 
49 50 .25 
50 95 .05 
51 78 .17 
52 57 .25 
53 38 .24 
54 60 .24 
55 95 .05 
56 82 .15 
57 29 .21 
58 81 .15 
59 86 .12 
60 57 .25 
.45 1.27 .41 
.45 .76 .24 
.48 .90 .27 
.40 1.37 .49 
.22 1.52 .99 
.47 
.47 1.06 .32 
.30 1.69 .81 
.32 1.06 .48 
.35 1.16 .48 
.50 2.53 .73 
.48 2.67 .80 
.50 1.47 .50 
.24 2.07 1.24 
.47 2.19 .67 
.28 .46 .24 
.20 
.22 .95 .62 
.50 1.30 .37 
.47 1.07 .33 
.28 .59 .30 
.20 .52 .37 
.50 
.41 1.36 .44 
.50 .69 .20 
.22 
.41 .53 .19 
.50 .65 .19 
.49 .62 .18 
.49 1.79 .53 
.22 2.25 1.47 
39 
.46 1.11 .35 
.39 1.65 .61 
.35 .73 .30 
.50 .86 .25 
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Table 47. (Continued) 
Item %R^  Var^  Stdev^  Cov^  Cor^  
61 86 .12 .35 ..44 
62 50 .25 .50 2.01 
63 86 .12 .35 .16 
64 65 .23 .48 - -
65 86 .12 .35 
66 81 .15 .39 - — 
KR-20 Reliability Estimate = .80 
Error Variance = 9.66 
Standard Error of Measurement in raw scores = 3.11 
Standard Error of Measurement in T scores = 44.72 
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APPENDIX I: ANOVA TABLE: ANALYSIS OF 
TEACHING INSTRUMENT 
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Table 48. Analysis of variance of the analysis of teaching items between 
first and second observation 
Item SST SSW SSB MSW MSB F 
1 .2391E 06 .23895 06 180.0 5430. 180.0 .033 
2 .2263E 06 .2263E 06 7.0 5143. 7.0 .001 
3 .124IE 06 .1220E 06 2049. 2773. 2049. .738 
4 .1131E 06 .1127E 06 432.1 2561. 432.1 .168 
5 .4266E 05 .4224E 05 426.1 959.9 426.1 .443 
6 .1119E 06 .1097E 06 2282. 2492. 2282. .915 
7 .1261E 06 .1251E 06 1014. 2843. 1014. .356 
8 .2673E 06 .2669E 06 384.6 6066. 384.6 .063 
9 .1245E 06 .1218E 06 2724. 2768. 2724. .984 
10 Omitted 
11 .9821E 05 .9531E 05 2896. 2166. 2896. 1.337 
12 .1387E 06 .1369E 06 1791. 3112. 1791. .575 
13 .1747E 06 .1701E 06 4590. 3867. 4580. 1.184 
14 .2081E 06 .2069E 06 1140. 4703. 1140. .242 
15 .2486E 06 .2484E 06 244.3 5644. 244.3 .043 
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APPENDIX J: DEFINITIONS OF HANDICAPPING CONDITIONS 
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Definitions 
Cerebral Palsy 
A persisting qualitative motor disorder appearing before the age of 
three years, due to a nonprogressive damage of the brain. 
Spina Bifida 
A developmental anomaly characterized by a defect in the bony encase­
ment of the spinal cord. 
Muscular Dystrophies 
Diseases characterized by slowly progressing weakness and atrophy of 
the muscles, usually affecting the limb girdle muscles first. 
Arthritis 
Inflammation of a joint. 
Arthrogryposis 
Persistent flexure or contracture of a joint. 
Hemophilia 
A hereditary hemorrhagic diathesis characterized by hemarthroses and 
deep tissue bleeding, due to deficient generation of intrinsic thrombo­
plastin. 
Hydrocephalus 
A condition characterized by abnormal accumulation of fluid in the 
cranial vault, accompanied by enlargement of the head, prominence of the 
forehead, atrophy of the brain, mental weakness, and convulsions. 
Idiopathic Scoliosis 
Au appreciable lateral deviation in the normally straight vertical 
line of the spine of unknown causation. 
B^orland's Medical Dictionary, 24th Edition, Philadelphia: W. B. 
Saunders Company, 1965. 
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Legg-Perthes Disease 
A disease of one or more of the growth or ossification centers in 
children which begins as a degeneration or necrosis followed by regenera­
tion or recalcification. 
Osteogenesis Imperfecta 
An inherited condition in which the bones are abnormally brittle and 
subject to fractures. 
Osteomyelitis 
Inflammation of the bone caused by a pyogenic organism. 
Poliomyelitis (Polio") 
An illness (major category) characterized by involvement of the cen­
tral nervous system, stiff neck, pleocytosis in the spinal fluid, and per­
haps paralysis. There may be subsequent atrophy of groups of muscles, end 
in contraction and permanent deformity. 
Slipped Capital Femoral Epiphsis 
Dislocation of the head of the femur. 
Sickle Cell Anemia 
A hereditary, genetically determined hemolytic anemia, one of the hemo-
globino-pothies, occurring in the Negro, characterized by arthralgia, acute 
attacks of abdominal pain, ulcerations of the lower extrezitiss, and oat-
shaped erythrocytes in the blood. 
McCune Albright Syndrome 
Asymmetric disease of the bones (osteitis fibrosa cystica), melanotic 
pigmentation of the skin, and sexual precocity in the female. 
Morquio Disease 
A peculiar type of ossification in which there are multiple discrete 
centers of ossification instead of a single center. It is apparently a 
familial condition marked by dwarfing and bodily deformities. 
Pierre-Robin Syndrome 
Micrognathia (unusual or undue smallness of the jaw) occurring in asso­
ciation with glossoptosis (downward displacement or retraction of the 
tongue). 
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Phocomelia 
A developmental anomaly characterized by absence of the proximal por­
tion of a limb or limbs, the hands or feet being attached to the trunk of 
the body by a single small, irregularly shaped bone. 
von Recklinghausen's Disease 
Ihe occurrence in combination of multiple neurofibromas, osteitis 
fibrosa cystica, and neoplactic arthritis deformans. 
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APPENDIX K: PARTICIPATING SCHOOLS, TEACHERS, 
AND PRINCIPALS 
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Schools 
Smouse Opportunity School 
2800 Center Street 
Des Moines, Iowa 50312 
University Hopsital School 
University of Iowa 
Iowa City, Iowa 52242 
R. J. Delano School 
3708 Linwood Blvd. 
Kansas City, Missouri 64128 
Elias Michael School 
4568 Forest Park 
St. Louis, Missouri 63108 
Litzsinger School 
10094 Litsinger Road 
St. Louis, Missouri 63141 
Teachers 
Mrs. Dorothy Merrill 
Mrs. Grace Young 
Mrs. Glenice Miller 
Mrs. Katrina Slater 
Mrs. Marjorie Blight 
Mrs. Vivian Hawley 
Mrs. Clara Keirstead 
Principal or 
Supervisor 
Mr. Robert 
Langerak 
Mr. Paul 
MacAreavey 
Miss Shirley 
Wash 
Miss Sally 
Watson 
Lakeview School 
Knollwood Drive 
Route #4 
Worthington, Minnesota 56187 
Michael Dowling School 
3900 W. River Road 
•M*ÎT>r»opno1  ^ SS&AO 
Marshall-University High School 
1313 S. E. Fifth St. 
Minneapolis, Minnesota 
Grass Junior High School 
181 W. Butler 
West St. Paul, Minnesota 55118 
Luther Burbank School 
2035 N. Mobile 
Chicago, Illinois 60639 
Spalding School 
1628 W. Washington 
Chicago, Illinois 60612 
Miss Done11a Gunderson 
Mrs. Marilyn Vatsaas 
Mrs. Lucille Daley 
Mrs. Caryl Wogenson 
Miss Barbara Opalanski 
Miss Lois Mogen 
Mrs. Betty DuPass 
Mrs. Mary Jane Gaulke 
Ms. Karen Byerly 
Miss Yvonne Goodwin 
Ms. Dee Mielchen 
Mrs. Jones 
Miss Norma 
Johansen 
Mr. Everett 
Dodge 
Mr. Wilcox 
Mr. F. C. 
Ojala 
Mrs. Mildred 
Grawe 
Miss Evelyn 
Albert 
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Schools 
Ottawa Hills High School 
Orthopedic Unit 
2055 Rosewood S. E. 
Grand Rapids, Michigan 49506 
Murray Ridge School 
9750 S. Murray Ridge Road 
Elyria, Ohio 44035 
St. Francis School 
380 Buttles Avenue 
Columbus, Ohio 43215 
Nisonger Center 
Ohio State University 
Columbus, Ohio 43219 
Teachers 
Mrs. Jacqueline Brayman 
Mrs. Pat McClellan 
Miss Sue Vemich 
Principal or 
Supervisor 
Mr. Dan 
Anderson 
Mrs. Frances Blank 
Mrs. Eleanor Caldwell 
Mrs. Laurel Ryan 
Mrs. Ruth Linville 
Mrs. Lee 
Ignat 
Mrs. Pauline 
Kitchton 
Ms. JoLynne White Dr. Ann 
Bardwell 
